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Preface to the Issue - - - - - - - BACK-TO-THE-BASICS IN ENGLISH TEACHING

Earlié% issues of the BULLETIN have touched on various "basics" in various areas

of English teaching, but this issue is devoted to that much-praised, much-maligned,

much-used, much-misused, much-misunderstood term, "basics," While English teachers

may have grown tired of words like "relevance,'" "viable," "meaningful," "thrust," and

other assorted linguistic garbage, no word has been used 80 widely in the last few

years to describe the lamentable state of American education and English teaching as

that word '"basics," usually in clauses.like "We need to return to the bagics" or "The

basics are essential to any education worthy the name" or "Why aren't the schools N

teaching the basics?" Any English teacher who reads the newspaper could find head-

lines in papers as different. as ARIZOMA REPUBLIC, PHOENIX GAZETTE, NY TIMES, LOS AN-

GELES TIMES, CHICAGO TRIBUNE, or DENVER POST, headlines like "Student Writing 18 Sink- .
¢ 1ng," "It's High Time to Hold Schools Accountable," "Schools Fail the Test," "School

Reform," '"Teacher Hails Return of Basics," "20 Per Cent in U.S. May Be Functionally

Incompétent," '"Call Back Teachers of Latin and Greek," '"When Education Was Indeed
v Basic, It Turned Out Some Good Products," "High School Teachers Up Against It After

Students Miss Fundamentals," "Scottsdale School Official Proposes Return to Basics,"

"Bad English Simply Fault of I11-Equipped Teachers," '"Shape Up, Teachers!" "School

Reform Has Priority," '"Liberals Defend Open Classes Against Back-to-the-Basics Forces," .

"Progressives Have Failed," and "College Entrance Test Scores Drop Sharply," all “in-

tended to drive home one simple (or simplistic) point--that schools are not what they )

used to be, that schools are failing where they once admirably succeeded. ~ The scream- .

ing NEWSWEEK article "Why Johnny Can't;Write" (Dec. 18, 1915, pp. 58-62, 65) makes :

some valid points, but it is not muc more than af up~dating of the first article in
the first issue of the first year o "ENGLISH JOURNAL, . Edwin M. Hopkins answers
his own question-title, "Can Good Composition Teaching Be Done Under Present Condi-
tions?" (Jan. 1912, pp. 1-8) with his entire first paragraph which is simply, "No."
The basics are nothing new, but they .are always worth worrying about. That's what
the writers in this issue do, generally, and a number offer specific suggestions on
what we can do/might do/should do to alter present conditions and restore/reassess
the basics in~terms of English teaching. Some of the articles are general comments
.or assessments or attacks or defenses of the ""basics" in English teaching, but a number -
% are specific discussions of "basics¥ in teaching composition or reading or language y
or non-print media or the humanities!. Many writers here discuss/attack the Wole
notion of the "basics" or the nebuldus qullity‘of that word which has so mgny meanings
to so many people. It could be argued that no word has succeeded so well in obfus-
cating lssues as the word "basics'" which is frequently used to hide meaning (or so it
%

4 y

seems\ to some readers) rather than clarify a point about the nature of education or
the d of schools. Charles Weingartner's article which is near the end of this imsue

might be an excellent place to begin reading.
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\ (\ SCISAB SPELLED BACKWARDS IS BASICS!

'\ \
\\; l Allan E. Dittmer University of Nebraska

A 4 id e

So”here we are again in the trenches--those vaguely familiar ditches we've dug so

E na Efihes berore, “just behind the shabby line of defenses we always hastily repair to

N

-

ward off that worrysome, ‘Smatig_gﬁgmyi,AInlthelnnrds_nf_Msrgot_Hentoffminwher May -

12, 1975 NPWSWEEK afticle entitled,"The Ungreening of Cur Children," we are once again
reinforcing our ", , . institutional Maginot Line. . ." which she says is ", . . per-
fectly equipped to deal with thé past." And what is this retrenchment I'm referring

to? Perhaps a few exerpts from.the mass media will help to illustrate what I'm talking
about.

cmmdum TURNING BACK TO BASICS
(c) 1915 New York Times News Service
A decade ago, many Iiberal Protestant denominations were reeling under the

impact of the God-is-dead movement, theologies that were triumphantly secular,
and a flurry of social activism,

One explanation for this search for roots is the reaction to the turbulance
of the last decade. '"There was a profound dissatisfactiog with the theologies
of the mid-1960's such as the God-is-dead or diberation theology that turned
people off and scared them. . . These fads came and went gqhickly because they

‘ didn't get hold of the issues the church cared about.

Stick %
Wlth the Blg Plam

= RS

Now if the notion of a national rush back to the womb is as pervasive as these two
extremely different examples suggest (and I could cite many more), then hould
come as no surprise that the movement is equally as strong in education®se

McGUFFEY READERS ON COMEBACK TRAIL
(e) New York Times )‘

Los Angeles-—More than 100 years after his death, and almost 150 years
after the publication of hls first reader for school children, the works of
William Holmes McGuffey are showing signs of a comeback.

The revival, limited to a few private and parochial schools, is rooted
largely in the current "back to basics" in education.

The children who studied the McGuffey texts were introduced to a moralistic
world where individual enterprise was expected, self- indulgence frowned upon
and promptness, kindness and honesty rewarded. . .
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Perhaps the basics push is even stronger in education than in other social in-
stitutions because of the often misplaced belief that schgols should be the guardian
and transmitter of the prevailing values of the culture, a belief often put into -
«=——«practice%bywprotecting?the;status*qﬁo~and*rest§ttng“chaﬁgé“at“itt“ﬁﬁif§f“ﬁﬁﬂ“ffﬁﬁsf,W"
mitting one set of rigidly defined beliefs. - —

Recently, a generalist college supervisor of student teachers, who himself hadn't
ab&gpgin a public schootl classroom for fifteen years, and at thag had had only éne year of
1#sroom teaching, advised a young idealistic, long-haired and bearded student teacher
Wyin English that his appearance might hinder his effectiveness with the students, when
“indeed the opposite would be quite the case. The supervisor's brush cut, white patent
. shoes, white shirt and narrow tie and evangelistic intoning would only carry him.as

far as the front door of most public schools today.

W

A\

Unfortunately/%&th and English have been the focus of the basics advocates because
of the subjects' earlier prominence as the "three R's," and also because of thel dismal
gtatistics the testing people can dredge up to show that the nation's young are back-
sliding toward the precipice of illiteracy, if not dewnright idioey.. Not only can't
Johnny read, he can't add or cipher as some put it, he can't speak, he can't write,
he can't spell. He can't reason logically, he can't follow directions, he can't tie
his shoes or cut with scissors on a dotted line, and on and on. But rest assured few
of the basies advecates are worried about whether or not Johnny can spot a phony
politicﬂ%n‘when he sees one, or live in peace with his universe and fellow man, or
speak plainly without trying to hide his real purposes, or understand the impact that
advertising and the mass media are having on him, or confront his own finiteness and,
fallibility, or develop a sense of the past and future, or consider the Aalues and
cultures of others, or look at the same situations differently, or thipk on his own and
dare to be different. No, their overriding concerns are always with the safe, the sure, .
and most certainly inconsequential aspects of matters barely related to life or living.

- In Shel Silverstein's delightful anthology of poems entitled, WHERE THE SIDEWALK END?{

there is a poem called "Chester," which states this notion very well: . .
- CHESTER ' :
Chester come to school and.said, .
"Durn, I growed another head." . . -
i Teacher said, "It's time you-knowed '

- The word is 'gtew' instead of Tgrowed, '"

(ne major flaw in the logic of the basics advocates is the dnfounded assumption so
consistently shown in research findings to be false or‘htgyly ténuous gt best, thdt )
there are certain identifiable tenets which must precede certain othefs and be mastered
before 2 person can go on to learn anything else. Perhaps that scheme did-seem ¢o fit
a more fragmented, linear and sequential world of the past, but. it hardiy conforms
to the fast-paced, instantaneous, technological world of the present, and ‘it is' even
less suited to the future. Marshall McLuhan has said, "The past went' that-a-way. When
faced with a totally new situation, we tend always to attach ourselves to the objects,
to the flavor of the most recent past. We look at the present through a rear view
mirror. We march backwards into the future. Suburbia lives imaginatively in Bonanza- ¢
Land." ‘

An educational system operating on the premise o6f the basics advocates, becomes
regressive, socially debilitating, and self-destructive; it uses old ideas to approach
new problems, it becomes education for the past not the future, it shuns risktaking
and openness, and in the end produces a small elite of belieVing followers, each a
carbon gopy of the other; the types who will faithfully perpetuate bureaucratic’ be-
havior and push for larger and more efficient social, educational, religious; and
political institutions--all geared to maintain the status quo.
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What "bits" of information or isolated knowledge are needed before one can proceed
to the next "bits?" Indeed, can knowledge be classified or broken down into ''bitse'
and can the order in which these "bits" are to be ingested be degermined? It seems to

-methatthese questions—are—absurd;especially the further we move away from papér
. ' theories or college lecture notes and observe the ¢omplex—intellectual Gestalt of a
~——Tiving; breathing human betng. Take for example McLuhan's reflections on thé education —
of Michael Faraday. , 7 ) ) o -
- ; "My education was of the most ordinary deéscription, consisting of Tittle =~

more than the rudiments of reading, writing, and arithmetic at a common day
school. My hours out of school were passed at home and in the streets,'

Michael Faraday, who had little mathematics and no formal schooling beyond
the primary grades, is celebrated as an experimenter who discovered the induction
of electricity. He was one of the great founders of modern physics. "It is
generally acknowledged that Faraday's ignorance of mathematics contributed to
his inspiration, that it compelled him to develop a simple, nonmathematical
concept when he looked for an explanation of his electrical and magnetic phe-
nomena, Faraday had two qualicies that more than made up for his lack of B
education: fantastic intuition and independence and originality of mind. .

15 it possible that education, especially education imposed as bits of trivia assumed
to be those all students must know, can get in the way? J. Robert Oppenheimer, one of
the original group of pioneer scientists in atomd¢ energy vnee said: °
There are seme children playing in the streeth who could solve some of my top .
problems in physics, because they have modes of sensory perception that I lost
long ago. A
Hot many times have those modes of sensory perception been stunted or completely des-
troyed by good intentioned teachers spending endless hours drilling the '"basics'" inteo
their pupilég By the teaching of banal usage drills and parts of speech, how many have
' been turned away from writing? By scanning lines of uninteresting poetry and identify-
ing iambs and tetrameters, heow many have turned away from poetry? By spending endless
o heurs on phonics drills and word attack skills and the elaborately specified objectives
. of this approach or that, how many have been turned away from reading? At a time in

the history of mankind when it seems even more important than ever for our educational
establishilent to respond to the challenges of the present and future, we are bogged
down in behavioral -objectives, competency based education, systems’ strategies, learn- .
ing disabilities and reading thrusts, this fad and that push; dll gimmicks of an
establishment unwilling te’risk a step into the present. Our schools are still largely
segregated, unequal, and catering to a relatively small group of white middle class
citizens who, since they pay for those schools, want them kept that way. The findings
of -the national assessment research are an unremitting theme without variations; blacks
and the poor generally score lower; the poorer geographic areas of the country generally
scdre lower, and overall, only a relatively small number of the total school population
score up to the norms. Unfortunately it is these very findings that the basics advocates
use to support thelr arguments. How many of them have sat in a large inner city school
¢lassroom and watched grammar and math and history being preached to a sea of dis-
iﬁtergeted faces, a phenomenon analogous to pumping blood into & corpse. N

In the following excerpts from Marshall McLuhan, I find a variety of explicit an& _
implicit cgues as to the nature of the problem and the direction of the solutiom.
The drop-out situation in cur schodls at presént has only begun to develop.,
The young student today grows up in an electrically configured world. It is a
world not o¥f wheels but of circuits, hot of fragmentg but of integral patterns,

. The student today lives mythically and in depth. At school, however, he en-
counters a situation organized by means of classified information. The subjects
are unrelated. They are visually conceived in terms of a bluéprint. The student
can find no possible means of involvement for himself, nor can he discover how
the educational scene relates to the "mytpic" world of electronically prdcessed
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‘data and experience that he taé;s for granted. As one IBM executive puts it, )
'My children have 1ived several 1ifetimes compared to their grandparents wﬁen
they begin grade one,'

f«*—~4%—ie—a~matter—of‘the—greatest*urgency—that*bur‘educafléﬁal institutions
realize that we now have civil’ war among these environments created by media = _.

~§%them;£han—ﬁhe~pr%nted—word———The*ciassroom-ts—naw-in*a—vitai—strﬁggte—EOf

survival with the immensely persuasive 'outside' world created by new infor-  _

~- -mational-media., Education must shift from instruction, from imposing of stencils,
te discovery--to probing and exploration and to the recognition of the language

of forms,
““ The young’ today reject goals. They want roles--R-0-L-E-S. That is, total
involvement. They do not want fragmented, specialized goals or jobs. T

' We now experience simultaneously the dropout and the teach-in. The two
forqs are correlative. They belong together. The teach-in represents an attempt
to shift education from instruction to discovery, from brainwashing students to
brainwashing instructors, It is a big, dramatic reversal.

The dropout represents a rejection of nineteenth century technology as
manifested in our educational establishments. The teach- -in represents a creative
effort, switching the educational process from package to discovery. As the
audiepce becomes a participant in the total electric drama, the classrocm can
bec0qé a scene in which the audience performs an enormous amount of work.

M
The cuuntr} has bonetthrough much--Vietnam, the urbah riots, Watergate, an energy
crisis, and a severe inflation/depression. We reel from one shock wave to the next,
and because the turbulance is So intense and because there seems to be no respite,
we turn to'the past, the "good old days," the tried and true values, in an attempt to
find a ‘quiet secure harbor in a stormy sea. But the lessons of great art and history
tell us that hiding only forestalls the inevitable struggle o'nkind with the dif-

ficult exigencies of living. Lo .

~

Another flaw in the thinking of the basics. advocatea is their almost religious
faith in the power of content, especially that. rik dly defined, vacuous content so
depresg&nbly reminiscent in the old grammar workbédks (currently making a comeback
by the way) of a decade or so ago. This taith in content is usually accomplished by
a total lack of concern for the individual,  Courses such as "bonehead English,' large
classes where an instructor's lectubdes are monitored to the students on television
sets, learning packets designed to keep.a student "busy" (read quiet), and many more
depersonalizing gimmicks to remove the self from learning are being hawked by the .
educational establishment. When I was a young boy growing up in the 40's, there was
a belief, prevalent among most parents at that time, that if you didn't have a bowel
movement at least once a day, you were sick.  And because there are so many days in a
week, and weeks in a month, and months in a year, how could one keep track of ome's
regularity? vaiously one couldn't, so thege Bprung up the practice of giving one an
enema at least opce a week, usually on Saturdays, just to make sure the '"bad humors'
weren't getting bottled up inside one's little body. This saturation method still pre-
valls in so many ‘aspects of our lives--in the indiscriminate use of herbicides and
pesticides; in | he assumption that a boy isn't a man until he's had a gun in his hands
and killed an animal, the uni-sound and uni-sight of most radio and television programs,
It is the ene Ja#week syndrome that underlies the notion of the basics, a firm belief
that Jaturatiunlot the masses with a given content is necessary for a good and well
balanced education. A recent 1ongitudina1 study of the effects of the new math on
its reecipients di closed that they couldn't compute simple interest charges or figure
uut over-charbesg t' the grocery store, or generally function at the "lowest" levels of

"¢competence" with\humbers. However, 1f one examines the premise on which the 'new"
(now old, I presume) math was based, i.e., the understanding of mathematical processes,
then 1t ie indeed 111 suited to cempete with the inexpensive.pocket calculators which
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- not only add, divide, multiply and subtract instantaméously, but sgbre facts in mini-
: aturized memory banks and carry out complicated computations at the push of a button,
‘me might even raise the question as to whether or not these miniature calculators
have signalled the begin g of the e G 1ers in general.,—But-lest the—

rest of us sit back smugly and nod in the affirmative, -we should take note of the un- ‘
believably rapid” technologicdl developments which themselves aré chipping -away at—eur ———
- little specialties, making what we do seem more redundant and unnecessary with each

passing day. Rear view-mirrorism? Perhaps. - e i IR

. When Michael Lesy wrote WISCONSIN DFATH TRIP, he used a method of combining news-
paper articles and phetographs in order to allow a Gestalt to emerge which, although
somewhat different in the perception of each reader, brings home powerfully his central
thesis,

My central thesis has been that a return to some mythological set of basics is
) not enly the wrong response to dealing with the problems and challenges of the present
and future, but a response that will erode any progress we have made and even signal _
the end of mass public education as we have known it. In the last year we have seen
the publication of three popular books on language: METATALK: A GUIDE TO HIDDEN MFAN-
INGS IN CONVERSATION by Gerard I. Nierenberg and Henry Calero; WORD PLAY: WHAT HAPPENS
WHEN PEOPLE TALK by Peter Farb; and STRICTLY SPEAKING: WILL AMERICA BE THE DEATH OF
ENGLISH? by Edwin Newman; three books which deal with the erosion of language as a
. means of effective, clear communication. And still the pressure exists to return to
the teaching of usage and grammar drills, The following are just a sample of recent
news items which although excerpted, give some hint of the state of education in thez/

70's, : :
STUDY FINDS TWO MILLION CHILDREN DEPRIVED OF EDUC%%EON >
. An 18-month study by Children's Defense Fund (CDF) of the Washington
Research Project coneludes that public schooldghave pushed out or systematically
excluded more than two willion children who should he enrelled in classes. . .
Nationwide, according to the report, mitority children are pushed or dropped

out far in excess of the percentage of school enrollment they represent,

'We have frund that if a child is not white, or is white but not middle
class, does not speak Englishk, is poor, needs speeial help with seeing, hearing,
walking, reading, learning, adjusting, growing up, is pregnant or married at
age 15, ig'not smart enough or is too smart, then in too many places, school
officials decide school is not the place for that child. . .'

‘. . . This is nBt just a-problem of Black or Spanish children. Three-

[/ - quarters of all children ocut of schoovl are white. . . This is an institutional
failure,'

AN EXERCISE IN EDUCATIONAL FL IM-FLAM
People are more impressed by buildup than by substancé. So it seems
. in the academic arena. . P
) To prove that point, three southern California medical educators. . .
devised a hoax. They hired a professional actor, dressed thim up with a fictitious
‘curriculum vitae,' and presented him te lecture to three /groups of psychiatrists,
psychologists and social workers. The actor's subject wad announced as 'mathe-
matical game theory as applied to physical education,' HE was billed as 'Dr.
Hyron L. Fox of the Albert Einstein University,' '
- Dr, Fox lectured 55 educators, employing academic jargon and double-tallk,
: citing one irrelevant, conflicting and meaningless statement after another.
In his question-and-answer period he was even uore contradictory and meaningless,
When his lecture was finished, a satisfaction questionnaire was distributed
to the audience, whose members were asked to respond anonymously to Dr. Fox's
talk.,
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Herewith some of their comments: 'Excellent presentation, enjoyed listening.
Has warm manner. Good flow, seems enthusiastic. ., .Lively examples. . .extremely
articulate. . .too intellectual.'
——Nee—ene—eﬁ—the—educators:rea%tzed=that—their*authoEéeatfve=%ecturer;wss—a
‘phony.' Virtually all were convinced they had learned something. .
~4<———————¢—~—~*—Wh&f—fh%s~meaas——say—the—three—pranksters—whoorigtnated—the*experiment, 2 E— "
: that student satisfaction with 1earning may represent little more than the
-~— i¥ldsion- of"having learned. '

[

'SCHOOLCHILDREN GET SPANKINGS

Sacramento, Calif. (AP)--One of every 100 public schoolchildren. in Cali-
fornia received a spanking during the last school year, says the first statewide
study of corporal punishment in schools.

There were 46,022 spankings, almost all to boys for Calitornia 8 4 million
children in kindergarten through high school, says the report prepared by the
State Education Department.

The spankings prompted 535 parental complaints to the school administration,
63 complaints to school boards and seven lawsuits,
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ANYTHING FOR A GRADE .
In the fall quarter at the University of Denver, Michael Rock. . .strode
into his Principles of Economics class, made a surprise announcement.  'You
people have won,' he deélared. 'I'm going to.sell grades. Grades will go to
the highest bidder. If ;BBQgerle are so happy with the free market process,
why don't we just let the market system dictate who gets what?'
Another professor was called in to auction off the grades without pre-
judice. While several students objected to the auction. . .approximately 90%
of the class participated. Professor Rock collected almost $2000 averaging $85
for an A in his course, $55 for a B, $35 for a C. ‘Rock accepted promissory
notes from most of the students, but one insisted upon giving him $80 in cash.
y Another student, observing the absence of several friends who were dhviously -
- cutting class, bought up extra C's and-D's, tried to make a few bucks by ad- ’
vertising them in the school paper.
. To the shock of many students who'd ceased studying for their class final
and burned their term papers, Rock announced on the last day of class” that his
auction was a hoax,
Wailed ovne incredulous student: 'That can't be. You're an authority figure.
We've all accepted you as an authority and what you told us as true,"
‘Rock says now that he wishes he hadn't done it. Why then did he conduct
his phony auction? Largely, he explains, because he was annoyed at the uncritical
v acceptance of the free enterprise system by his students and pome of the comments
they had written on theilr examinations.

. VD "EPIDEMIC"
p¥he epidemic of veneral disease in the U.S. has medical authorities and
R officials worried. Reported cases of gonorrhea alone are rising at a
rhtéﬁ% 90,000 a year, with the total expected to cumoss the million mark this i
year, #his is the highest incidence gince the U.S5, Publié Health Service began .
keeping records in 1989, Health officials say that many cases go unreported, .
estimate the actual number of-current gonorrhea victims in the U.S, at 2.5 mil- /fﬂﬁﬁ\\

lion. Most of these are believed to be teenagers or young people in their J 5
early 20's. 2 . \
A NATION OF SHEEP?
. An article about the sheep-liké behavior of urban Americans--eapecially
* younger ones--toward outrageous behavior directed at them has attracted national

attention, It should
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Writing in PSYCHOLOGY TODAY Dr. Thomas Moriarty, a New York University
faculty member, described experiments deliberately desiggfd to see how people
would react to insulting or offensive conduct. - N

Overwhelmingly . those _tested by hog_ﬁgizlgud_;m&iur:mqueus_mqw»_;;“_

search themselves for items claimed lost by others did not object or passively

drew into their gwn_ahell,ihunkering_duun_intueindiuidualinaninuolueme__,,,WW N S
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~oe-s o= - - UNHAPPY WORKERS ~ .~ —~ —— —. -~ o T n - oo
. How happy are most Americans in their work? Not very, reports Studs

Terkel, author of a forthceming book on the subject, WORKING: PEOPLE TALK ABOUT

WHAT THEY FEEL ABOUT WHAT THEY DO.

0f the 85 million white~ and blue-collar werkers in. this country, most of
them hold jobs which make them sick--so contends Terkel.

Workers suffer from headaches, backaches, ulcers, alecoholism, drug addiction,
and 'even nervous breakdowms, all because they find their work unsatisfying and
con8ider it anether torm of violence,'

After three years of research, Terkel reperts that most of the people he
interviewed found their work monotonous or painful, ’

Although occupational discontent is widespread, Terkel explains that
workers fear most the loss of their jobs, of not being needed, of beidg easily
replaced, of being held small value by the system, of being-compelled to retire.

What they crave is meaningtul work, work which will #écord them reSpect,
recognition, pride in a job well done.

When such sgtisfactions are placed beyond their -grasp, their frustration
mounts and they retaliate with sabotage, absenteeism, and substandard production.

. INDIAN gﬁbPOUTb

The dx@peut rate for American Indian children is twice»the national average.

Those who remain in school are from one to three years behind white students.
Only 17, of Indian children have Indian teachers.

One-fourth of secondary teachers 'by their own admissioen' do not want to .
teach Indian children. Al . . 2o .
f! Fighteen percent of Indian high school graduates enroll in postsecondary
education, compared to about 50% for the population as a whole. Only 3% ever.
graduate from college. - o,

(ne in five Indians have less®than five years of echeolinb. ‘ '

Calling the situation 'a national - tragedy,' South Dakota Sioux Indian

'\Darrance D, Steele added that the historic role of Indian education in the past
'was to change and assiﬂilane and deeulturalize him, not to eduCate him,

RIME IN OUR S CglOOLS ,

The level of violence ayd vandalism in the nation's public elementary and
secondary schools continues to ingrease and horrify. The level has become’ so
high, particularly in utban areas, that in many cases the schools can ng lenger
carry out their primary Eunutien--co educate, . -

Sen. Birch-Bayh (D., Ind.) recently released a preliminary subcommittee Ty
report on what is happening inside America's schools, It's called, "Our Nation's
Schools--A Report Card: 'A' in Scheol Violence and Vandaliem," It'e a shocker.

Drug addiection, rape, robbery, gang violence,; alcocholism--it reads, as
Bayh suggests,.'like a casualty list frem a war zone or a viece squad annual
report, v

The survey shows that, each year there are 70,000 serious phyeicaL aﬁsaulte
on teachers. In 1973 there were hundreds of thousands of such assaults on
students, 100 of whom.were murdered, and this in only 757 school districts
surveyed. . - )
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+ 1In one urban gchool district 250 weapons were confiscated, and in others,
» subirban ‘as well as urban, there were prostitution, blackmail, and drug rings,
. all thriving. .. . e . a
. Between 1970 and 1973 this is what the schogl crime rate looked like:
Homicides increased by 18.5% ' .
Rapes and attempted rapes--40,1% . .
Robberies~-36.7% . : ) e
« Assaults on teachers--77.4Y%,
. ’ ‘ .. Assaults. on students--85.3% - :
- ) ' Weapons confyiscated by school authorities--54.4% o . -
‘ . “ Drug and alcohol offenses on school property--37.5%
The major victims of school crime are not the teachers, thousands of whom
work in constant fear, but the students who_atfend large urban secondary schools.
While most sociologists acknowledge the 'substantial effect general societal
conditions have on the conduct- of school behavior,' no one knows for sure who
or what is resbonsible for the\ﬁeunting wave of violence in high scthools. Some
- authorities attribute it to frustration, unwarranted suspension, truancy, gangs,
drugs, and personal hopelessness.
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BABYSITTING WAGES
A Fauquier County (Va.) teacher overheard some parents saying elementary

school teachers are nothing more than ovegpaid babysitters and teachers ought

to be paid babysitting wages. -So Mrs. William Bloomer, who has taught at

Northwestern Elementary School for two years, sat down dnd did some calculations:

A child is in school about 25 hours per week for about 40 weeks a yearL\for a

total of 1,400 hours per year. - .Figuring a babysitter gets paid 50 cents per hour,

that comes to $700 per year for one child. But a teacher has a minimum class of

25 children, and at $700 per child she would make $17,500 a year at babysitting '

‘wages. Mrs. Bloomer said she would settlle for babysitting wages, singce she is

only making $8,400 a year. : ‘ :
Well, I can see by the red in your eyes, you've had enough. Tt was not my intention ‘-
by this little montage-to suggest that education is fn\a shambles and that American \
society is teetering on the brink of total collapse, hough I am sure there are Q
those who would get that message from these clippings; I have merely tried to show }
that we face some new and different challenges which cannot be met by stepping backward
2 into the basics. N&vertheless, there we are again, watching that old familiar pendulum .

swinging back again, as it has for 4o many millennia before. Maybe just once in the

«history of human affairs, we will stop tending to the pendulum and realize it is the
clock that needs repairing. . ' T )

L4

SHOPTALK: "
Worry about the future of the humanities has been with us ‘ever since the humanities
first appeared in the high school.and college curricula, but the worry persists.
"Reports from some liberal arts jinstitutions point to a decline in enrollment in
humanities diyisions (history, literature, philosophy and fine arts, studied not -
for informatibn's sake but toward the end of deepening and refining responsiveness
to life). There are stirrings of concern--no broad-scale inquiries launched as R
! yet--among leaders of learned associations and experts on trends in graduate educa-
' “  tion about whether the quality of arts and humanities students has fallen off.
Some hold that the best students feel that being where the action is in the near
future can only mean being in the nonteaching professions or the sciences.
One reason for the negative self-images is the incompatibility between humanistic
studies and the spirit of the present. Most disciplines in humanities are based
- on The Word--on the print culture. But in contemporary cilture the skills of
reading and writing are losing centrality. . ." (Benjamin DeMott . "Are the
Humanities Really Out of Style?" NY TIMES, "The Week in Review" Section, Oct. 26,
1975, p. 9) : :
) -8~ ‘ +
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OF REVELANCE (sic) AND THE BASICS .
"Bertrand Evans, Brookings, Oregon, formerly at University of Cal@fornia,iﬁn&eley
Auther of DI%LOGUES ON THE TEAGHING OF LITERATURE and HIGH SCHOOL ENGLISH TEXTBOOKS

What isJPasié, said jesting Sir Francis, and would not stay for an answer,

On that hint, I take the invitation to write on "the basics" to be in fact an
invitation to say all that I ever wanted to say about education and was afraid to say.
But incidentally I shall have some words to say on behalf of the basics even though I ¢
have never been committed to them in a narrow sense; the best single line about ed-
ucation that I have ever read or heard spoken was uttered many years ago'by a forgot-
ten speaker who remarked that if you have ever passed a wintry night on a bed whose
covers extend only to the edge, you learned that it's the part that hangs over the ;
edges that keeps you warm. The line expresses my whole educational philosophy, and 'L

- wish I could claim to have invented it. -

When I was one and twenty, and already half through my first year of high school
teaching, J wrote an article called "Minimum Essentials in English.," It was published
in the official journal of education of the state in which I was teaching, and it
promptly brought me three offers to teach in districts much larger than that by which

+ 1 was employed.

" Now I am two and twenty, *and I have little doubt that were I to submit the same
&ssay it would bounce harder than a bad check; o%, if by some fluke it did get into
print, it would get me summarily fired and drummed out of the profession, ’

¥ My essay concerned only writing, not reading, and what I said in it was that
English teachers.should make a serious and steady effort to see that in their own
classes and schools certain fundamental standards of expression were attained and
maintained. I spelled%these out fairly fully in terms of grammar, syntax, punctua-
tion, spelling, word usage. I insisted that, whatever the degree of universal attain-
ment actually turn out to be, still the teacher's goal should be set high: students
should be made capable of keeping the agreement of subject and verb straight, their
modifying phrases and clauses clearly attached to the right words, their parallel
elements parallel, their pronoun numbers, persons, and cases in proper order, their
semicolons, colons, commas, and periods where respéctable modern publications place
them, their words spelled as they are in a standard dictionary. And a good deal more.

I also adumbrated in some detail the kinds of instruction needed to accomplish
these ends: elements of knowledge of the sentence, parts of speech, principles of
modification, grammatical usages in terms of subject, object, predicate nominative;
the use of drills by which knowledge is transformed into skills; the steady practice
of writing by which skills are consolidated and perfected. Some notion of the degree
to which T expected mastery of grammatical principles can be expressed by means of a
single example: I expected teachers to prepare their students to distinguish unerr-

._ingly the cases .of the subject of an infinitive, the dfrect object of an infinitive,

'tpe predicate nominative of an infinitive without a subject, and the predicate nom-
inative of an infinitive with a subject. .

As I said, publication of my essay in an official journal of education resulted
in my being offered jobs in three larger schools--as chairman of the English depart-
ment, no less. But, better than all that, my own superintendent empowered me to .
implement my prograp in our school. And, believe me, I did just that.

Actually, I published that essay in 1936, forty years ago. And where are we
now? In the interim have succeeded not only the progressive educationists (who were
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already well established in the 1930s), but the linguisticists, the creativists, and,
most recently, the astonishing relevantists. But, in fact, the succession has been
cumulative: none of the maladies was terminal to itself, and today we inherit them
all. The progresgive educationists believed in many things, but I believe that above
all they believed in activity--in learning by doing, or perhaps merely doing for
doing's sake. The linguisticists denounced everything prescriptive and contented
themselves with only observing and describing the language as she is spoke; I remem-
ber vividly one sentence uttered furiously by a distinguished black principal in the
fan Francisco area in 1960: “No-fiaztter what 'expert' tells me to 'leave their lan-
guag® alone,' I refuse to graduate students from high school who say 'I is'!" The -
creativists, latter-day versions of the free expressionists who began to flower in

‘the thirties abjure discipline in any form, insist on letting language run wild, all
sails and no anchor, and seem happiest when students are engaged in merely random and
mindless activity. i x

. But the chief inheritors of all these excesses are today's relevantists, whose %

' shallowly conceived doctrines’have dominated American public school education and in-}
timidated all opposition since about 1965. I first sensed that the jlg was up when, \‘
in that year, as the English major adviser for prospective teachers at Berkeley, I

was visited in my office by aepair of irate fifth-year teacher~-trainees who demanded
that I waive the requirement and get them out of a novel course in which the professor
had just a531gned Jane Austen's EMMA. Their gist, which was buttressed with sundry
phrases that have since become the jargon of relevantists everywhere--but which were
then, to me, quite new and unexpected--was that neither Jane Austen nor any other

13th century author was relevant to them, their education, their lives, or their |
chosen profession. Though I had long been familiar with the professional education- i
ists' jargon of "felt needs" and all that, I was taken aback by the thought that two |
bona fide English majors, graduates of a great university, just ready to start teach- |
ing, should seemingly have swallowed a philosophy that, if followed to its ultimate . L
implication, would truly cut off the covers at the edge of the bed.

Soon after this rude introduction to the relevantist syndrome, I began, of course,
to hear much more about it from every corner of the country, and about the sorts of
persons involved in education who became its active pushers. .And pushers they have
been and yet are, more avid than the "activities" pushers in the thirties, just as
zealous and eager as the more frenzied structure hucksters of the linguistic fringe
who rode their thing into the ground in the early sixties. Being a Shakespearean by
trade, and thinking of what this new breed was doing to education in America, I found
myself repeatedly muttering my private paraphrase of Gertrude's great line in HAMLET,
"0, this is counter, you false Danish dogs,)"

I believe that, historically, the rage of relevantism (or relevantitis, or rele-
vantosis) reached its zenith--if "zenith": 4§ the proper word for something so wholly
negative--in about 1970. It was throughout that year that a teacher friend of mine,
who. was the Engli sh coordinator for a very large Bay Area school district, received
" from the administrator who*coordinated all the coordinators of the various subject

‘areas a daily sucgession of memos urging that the prime requisite of new programs being

shaped ‘in English--and in social studies, languages, math, and the rest--was ''reve- »
lance.'" So every memo spelled it. " '"In planning your aptivities " he wrote, prepar-

ing to dangle his modifier, "every activity is to be demonstrably revelant "

I do not mean to suggest that every relevance pusher in the country dufing the
past fifteen years is capable of the same hideous metathesis; but I believe that the
example tells much in small space. :

- Snrely it is nothing if not ironic that; during these years, the relevantists
should have proved to be the archest, if not the final, opponents of 'the Basics,"
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In my own best sense of both terms, basic and relevant are blood brothers; what is
truly basic is, per se, relevant in the highest degree, purely relevant. But during

~yecent years school people appear to have adopted just the opposite view, seeing the

basic and the relevant as irreconcilable extremes. It is no doubt the sense of rele-
vance that has suffered the more drastic pejoration during this period of change.
"Relevant" programs have become identified with the immediate, the "now," the impromp-~
tu. "Relevant" education is impatient education: , its enthusiasts concern themselves
not with the central but with the peripheral, not with principle but with what, .for
lack of a more graceful term, I shall call "end-things." They are less interested,
for example, in teaching children to read as a basic skill, than in teaching them to
read road sign§. They are ‘concerned, let us say, with certain, necessarily sporadic,
end results of education rather than with the core to which all the peripheral items

Aare ultimately attached; not with the hub, the nave, or even with the radiating spokes

“of the wheel, but with the rim. They seek to educate by,going directly to the rim..

Perhaps I can clarify the point by shifting away momentarily from "relevant" and
back to '"basic." The educational emphasis that I have just identified with the rele-
vantists appears to me to contradict both senses that I have of "basic." The first
sense, I believe, is the usual one; it pertains simply to those skills and elements
of knowledge which undetlie and make further learning possible. The other sense I
have of "basic" is that which we mean when we speak of scientific research as "basic"
as opposed to "applied.'" Basic scientific research directs itself to understanding
of all sorts of phenomena, without reference to any specific application of whatever
knowledge may be acquired by the research. Applied research, in cofitrast, directs
itself toward specific ends--the development of hens that will lay larger eggs, the
creation of television tubes that will differentiate colors more precisely. Much -
purely basic scientific research never leads to any practical application; on the -
other hand, without basic research no applied research could long continue productive.
I belicve that the concern of relevantists with "end-things! is analogoys to the con-
cern of applied scientists with application; and I believe that whereas applied science
proceeding with na grounding in basic scientific research would soon simply run out .
of steam, "applied education"--i.e., activity programs aimed directly at specific
"end-things"--will soon and inevitably lead us all to cultural barbarism and disaster.
If I may judge by repeatedly published reports of many kinds and levels on the con- -
diticns in American schools today, I must conclude that we are half way there already.

It is only mildly cheering that we read occasionally of educational efforts to i
stem the tide, block the avalanche, turn things around. Evidently a considerable
number of school districts, under pressure from parents, provide a classroom or two--
or, in some instances, even one entire school out of many in the district-- for
"alternative' programs devoted to the traditional basics. We read, too, of occasional
basics-oriented school administrators who have either reversed the direction of their
programs entirely or, in rarer eases, actually never did switch away from the tra-
ditional emphases and values.. And of course, anyone who can boast of a fairly wide
acquaintance with classroom teachers can name many who have stood 1ike rocks in the
stream and have never given way to the passing flood. But the very term "alternative"
betrays the harsh truth: instead of occupying the center of the main stream, the
basics have been relegated to the position.of the experimental and the eccentric, and
are struggling at best to hold their own in little side-pools at the edge of the main
gtream.,

Alas, not even all administrators who sturdily profess an allegiance to the
basics are quite clear on the meaning\ of-the term; in response to public pressure a
superintendent of schools recently published his list of five basic skills to which his
administration is committed: 'the ability to read, comprehend, and respond to reg-
ulations and directions; the ability to locate and use information; the development of
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speaking, 1isteninga~aﬁd writing skills needed on the job; an ability to maintain
personal and household records; the ability to use basic math skills to solve everyday
problems.'" The underllnlngs are mine, and these phrases seem to me to betray the fact
that the superintendent's real commltment is not to basics at all, but to what I have
called, with no flattering intent, "end-things,"

And, alas, all of the teachers of my acquaintance who have never forsaken a gen-
uine commitment to the basics, though.they are numerous, are also aging; their ranks
are thinned yearly by retirement--or by harried resignation. I truly cannot enter-
tain much expectation that very many young teachers who have come through colleges
and universities during the past ten to fifteen years have been equipped either

- psychologically or educationally to make the basics their center. Perhaps I have not
vet recovered an even keel from the experience of those prospective English teachers
who spurned Jane Austen as irrelevant to their education, their profession, and their
lives (their life-styles, I believe they sald), but I belieye that the great majority

./ of young English teachers have imbibed a narrow and shallow concept of relevance and
that they are quite willing to surrender--they, of all people!--to what T.S5. Eliot
much earlier in this century called 'the stranglehold of the present on the mind:!

If we cannot expect a concerted effort by teachers and administrators to break M
this stranglehold, neither can we expect it, heaven knows, from the politicians, the
general public, or, alas, the children themselves, the beneficiaries for whom, pre-
Sumably, . all that is done is done. The politicians have long since adopted as their
cliche the empty term 'quality education," which means nothing to them except lavish-
ing more and more state and federal funds upon the very sorts of "innovative" pro-
grams that “have brought education to its present state. The general pubiic rages
from time to time, fires superintendents, recalls board members, refuses to pass
levies--but always ends by hiring, at great expense, outside consultants who have
made a name for themselves by advocating the very vices that the public would like
to see thrown out. And as for the children, they have not been brought up to put up
for one moment with one of the truly basic conditions of education that might help
us to salvage what we have lost and that was succinctly stated by Hutchins nuré than

forty years ago: "Education is a serious business for serious people. It invblves
. hard work, and hard work is sometimes disagreeable." How you gonna keep them ﬁown
on the farm after they've seen TV? - - ]

Hutchins' thin volume, EDUCATION FOR FREEDOM (1943), has been a neglecteh book
~for too many years; So has the.Harvard Report on GENERAL EDUCATION IN A FREE SDCIETY
(1945), my library copy of which had not been checked out since 1963, but I believe
that its  central idea, expressed by the homely phrase 'common 1earninbs," has {ncommon
relevance for today. I add to these, as being among the books that, if I were|king,
I would make required readlng for everyone involved with any level of education today,
Sir Richard Livingstone's QN EDUCATION. And I do not hesitate to add to my pr \scribed
list a book that is not directly about but enormously illuminates the quintess ntial .
tasks of education, Arnpld's CULTURE AND ANARCHY, a book that today's relevant sts
if ;they knew of it, would unquestionably vote the least "revelant" volume in p int
I confess that I am a little sore on this last recommendation; the reviewer for| the
NCTE, deploring the lack of innovativeness and general backwardness of one of m‘ own
books on teaching English, remarked that I never got any farther than Matthew Arnuld
'Swounds! I should bet so far. |
I regret ending on a note of gloom and doom; but I have no panacea to recumhend
- and I dg not honestly see how public school education is to be turned arcund, orihow
we are going to get--not back, or down--but up to "the basics." Sunk in a p@trul of
ercded values and clutching vainly at all the "instructional materials' and other
'debrls tossed us by the ubiquitous, eager relevantists, we seemingly have no way to
pull ourselves up but by our own bootstraps, and even our prospects that way do n@t
1nok auspicious. No bootstraps. No boots, E

4
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(. In his chapter "On Becoming' in SOUL ON ICE, Eldridge Cleaver states, '"That is \\\
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THE INDIFFERENT BELL:
A SHORT DIATRIBE AGAINST TEACHING THE BASICS

. G. Lynn Nelson, Arizona State University .
Y

-

why I started to write. To save myself." And Cleaver writes very well while he is
saving himself, And he didn't learn to write in one of our high schools from one of
us English teachers either. He learned to write in Folsom Prison. A lot of good
writers are coming out of our prgﬁpns these days -- and it ain't because the guards =
are teaching 'the basics.”" Rather, I suspect, it's because more and more pridoners
are discovering that they are people and that they ha(e something to say. Oncp they
make that discovery, they learn the basics. - ‘

And that's my premise: that the basics are a means and not an end in themselves
and that they must be treated as such. Now that's not very revolutionary; in fact,
it seems quite obvious. But in the classroom, we tend to forget. We tend to forget
that thgre is no meaningful nor effective way to teach the basics directly; they can
only be taught indirectly (out of the corner of your eye, as Thoreau would say) =~
as they arise out of the need and the desire to communicate a living idea to another

“‘living person. Teaching the basics directly is deadly stuff, The students may

eventually learn the basics (the geans) that way, but usually only at the terrible
price of losing interest in the ends: real communication with real people. Théy can
tell you where to put a comma, but their eyes are glazed and their words are dead.
They've lost the relationship between that comma and "saving themselves."

But then this has been:the general history of English classes in our public _

.schools =-- a history of turning "means'into meaningless ends, of emphasizing the’

T 0 ¢

"subject" at the expense of the subjected. For various reasons, administrative and
personal, we have generally preferred to remain oblivious of the fact that to study
language apart from the living beings who use it is rather like taking the snail out
of its shell and studying only the shell: it might occasionally be mildly interesting,
but it is in fact a dead thing -- its true purposes and its real values can no longer
e app;eciated.

%

Once, thinking about the sadness of what we do with the beautiful and awful
teftwiqu threads of Iifg and language in our institutional education) I scratched
me words, trying somehow to capture it all in the image of a small boy on his way
school on an autumn worning: V
Along the road to the gray stone school,
he found a ragged butterfly
blazing out its 1life beside a pool :

- of last night's autumn rain

(the wind had brought a crimson leaf to lie
beside the yellow butterfly);

all this was wrapped with music in his mind --
but then from the gray stone school

the indifferent bell summoned him to find
death of quite another kind,

There is death, and there is death. In our attempts to reduce language to the basics
and life to a manageable, manipulable, and measurable package which will fit neatly
into our gray stone schools, we have succeeded only in bringing death -~ unnatural and

unnecessary ~-- inte our classrooms.

About” a decade ago, the stench of that torpse in our classroom reached even our
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own insensitive pedagogic noses,(our students had smelled it long before); aqd there
was a great flurry to roll away the stone from the English classroom door and to
.resurrect our "subject." And so the past ten years have seen a literal parade of
self-proclaimed rock-removers: modular scheduling, electives, learning packages,
variablesgrouping, independent study, etc.

And then just the other day -- after all our frenetic rock pushing‘-- someone
decided that such "liberalizing" of the curriculum was producing a society full of
"functional 1lliterates" and that we had best get back to the basies and the good
ol' curuiculum right away and quit h11 this damn messing around with the way God
meantd things to be.: ; ) .

Well, we needn't be too upset about all this sudden screaming to retrench --
the trip back won't be all that far. Because we never really changed that much
anyway: just the paper on the package, the co%or of the corpse. The body is still
lyng there.. The changes were mostly superficial changes because few of them
Involved the revolutionary and revitalizing decision to treat language as a living

thing to be used and not as a dead thing to be studied. And few of them involved ﬁ

- rdeognition of the fact that our "subject" is not a subject at all and cannot be |
treated as such -- {t is life itself in all its variability and ambiguity and
complezity. And until we start acting upon such acknowledgements, it's all just games
anyway. And the functional illiterates -- and worse, the psychological and spiritual
illiterates -- will be forever with us.

In wy own case, 1t wasn't until after several frustrating vears in the classroom
that I grew to realize that one of the ma jor problems-in teaching English is just that:
that we feel compelled to 'teach" it, to reduce it to basics. My five-year-old
daughter is the latest one to convince me of the truth of that discovery. She is ;
just now falling down the rabbit hole into the wonderful world of written language. ﬁ
She comes home from kindergarten, gets out her grubby tablet and her blue felt-tip, - f
squashed-tip pen and makes endless columms of letters and words and non-words and /
"asks endless questions like "How do you spell goldfish?" and "What does this say?" /
Her name =-- and therefore her identity -- 1s more real and more important to her dow
that gshe can write it (and it turns up everywhere, including on cereal boxes and the
‘walls of her bedroom). And she wants to know how to spell the names of her friends
and her family and her kitten and her goldfish and how to spell the words for all
other things that are important to her. At this point, her language growth is
obviously developing in the natural way, from the inside out, rather than in the very
unnatural way in which we try to make it develop in our schools when we try to teach
the basics directly, when we try to teach language as a subject.

And the beauty of it is that for her all of this is not HOMEWORK. It is HOMEPLAY.
It is natural and fun and exciting for her, and she need not be either threatened or
cajoled into doing it. Indeed, the idea of somehow recelving an A or an F (or an
apple or a whipping) for doing it or not doing it (or for the way in which she does
it) would be as incomprehensible and ludicrous to her as 1t should be to us. But
that is just where we end up when we teach the basics directly.

And so I shudder to think of what will happen to my daughter and her natural
excitement about language and langyaging when, with each succeeding year, her teachers
find it more and more their "Q;Ey”yﬁo tgach the basics directly rather ,than to allow
her to discover them through h¥r natural exploration OE\EEE\PSQ of language.

For kindergarten, I am convinced, is the only meaningful haven left in all of
public education. The salvation of kindergarten is that, by and large, we do not
feel that we have to take it intellectually seriously; therefore, we allow the children
to function as whole people and not just as truncated intellects., We allow them to
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respond with both the right and left halves of their cerebrum, with their igagina?ion
and intuition as well as with their intellect. A?d it 1is the only remaining place
in our institutional education where we allow their language to remain largely the
unseparated from their real lives outside the classroom. "Thus, kindergarten %s e
last place left where the student_can play 'show and. tell" -- canruse }angu&ie asA
a means to tell about something important to hiny rathe€ than beling téugh? la guagﬁ
directly (and passively) as though it were some kind of an end (a‘dead end, in this
case) within itself. . .

Because after kindergarten, we start teaching the basics. After kindergarten,r
we start turning language into artifact and English classrooms into museums and teachers

into curaters and students into stone.

SHOPTALK: .
"Little if any help in achieving the scholarly definition of a basic’education con- \ 4
tained in this book is going to come from advocates of a return to the 'good
old days.' These people, a few of whom have access to audiences of substantial
size, advocate a 'cure' which would destroy evdry worthwhile accomplishment in
public education since the turn of the century. They talk about a return to the
'Three R's,' and they mean just that. Their 'good old days' were the times in
the not toe distant past when the average schoolteacher was considered well
educated if he had finished high school and probably had never seen the inside of
a college; when every child in a class had to proceed at exactly the same speed--
and as a result schoolingﬂstopped at the fifth grade or less for the majority;
“and when most of those who were lucky enough to stay in school for eight years
were taught reading, writing, a little simple arithmetic, and some spelling. This
might have been a sufficient basic education for his subjects in the eyes of a
feudal lord, but it is not adequate for those who would attempt to shape their
own destinies.” (Herbert M. Schwab; "The Prospects for Basic Education," in
James D. Koerner, ed., THE CASE FOR BASIC EDUCATION: A PROGRAM OF AIMS FOR PUBLIC
SCHOOLS, Boston: Little, Brown, 1959, p. 245)

An attack on the writing proficiency of Los Angeles high school students led to a
coment by UCLA English Professor Everett Jones. "I wish I had an answver,
Teaching writing is painful. First, it is hard work., Second it is expensive.
It is expensive because it takes time to correct papers and ideally that means
fewar students per teacher, which costs more money." (Jack McCurdy, "L.A.
Teachers Say It's True: Student Writing Is Sinking," LGOS ANGELES TIMES, Dec. 16,
1974, pp. 1I-1, 2) :

"Across the country, a new kind of 'new' school is beginning to appear: The old school.

Begun two years ago in California, basics schools on fundamental schools now are
offered as alternatives by a small but increasing number of public school districts.
They exist because parents have asked for them.
The basics schools are just what they say they-are: the three Rs, report cards
and discipline. The emphasis is on teaching educational skills; homework is
required and checked. They list achievement, manners and moral training among

. their goals. Honor rolls, dress codes and lining up quietly for class also are
part of the system. ’

The basics schools may also signal a shift in parental attitudes about educational
decisions. They exist, almost exclusively, because parents went to school boards
and lobbled for them. At,the very least, some parents are no longer content to

, leave the decisions entirely in the hands of school professionals." (Terry Ryan,

¢ "Parents Wanted, Received '0ld School' For Children," PHUENIX GAZETTE, Feb. 28, 1975,
p. A-10)
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A FORWARD URGING:
DIAGNOSIS AND PRESCRIPTION IN BASIC SKILLS CH&SSES

Janet N. Froemke, Glendale Educational Managemea& System

"Back to the Basics'" is a forceful and‘satisfying phras€ In the wake of the
widespread and sometimes haphazard experiments of the Sixtie&; '"Back to the Basics"
suggests an essential--almost bi-centennial--democracy, for iq speaks again of fund-
amental literacy for all. To a general public which has tired of experimentation
and called for accountability, "Back to the Basics' rings witm reassurance. . .

! -

H &

A danger is that parents and professionals alike may be, deluded by the simple
word-force of the phrase. We may all, in fact, move back to the basics when we
ought to move ahead, for the words themselves are not calling us 'back" to anything.
They are a forward urging in basic skills instruction, and there is future-~ness in
the challenge to the schools.

THE LITERACY CHALLENGE TODAY™

It is fruitless to argue whether basic English skills weré once taught more
effectively than they have been in the last few years. Instruction in the basics
has always occurred within a greater social context. The contExt changes constantly;
students change and are changed by their larger world, and thegteaching task is, in
some ways, forever new,

Today the task is defined chiefly by the sheer numbers of|students enrolled--
and the many who have been socially promoted--in the public schools. Teachers re-
spond today to a wider range of learmer needs, interests, abilities and backgrounds
than ever beforé. 1In a tenth grade English class, it is not unusual to find a major-
ity of the students reading below grade level--some at the secéond and third grade
levels--and a few at the twelfth grade level or above. It is more difficult to as=~
sign grade level to writing achievement, but students in the atme tenth grade class *
may range in ability from those who cannot write a single, cohérent dentence to those )
who ‘are capable of effective extended prose. Social promotion‘has been at work, and
its confounding effect on curricula will be felt, for years.

Under such conditions the teaching task is mind-spinning jo many teachers, and
current cries for accountability have increased their frustration. To the teacher,
the schools often seem to work at cross~purposes with themselves, broadening curri-
cula and increasing class loads on the one hand, but calling, ¢n the other, for in-
struction which is effectively personalized to meet the needs ¢f students.

MANAGING INSTRUCTION TO MEET LEARNER NEEDS '

Certainly, there is nb single answer for teachers and studenta -today. There are
partial answers, however, and they seem persuasively apparent in the principles of
modern classroom management. Especially in larger school districts, where differences °*
among students are likely to be the greater, teaching and learning have come tq re-
quire the material and theoretical support of instructional management systems. -

Model districts in the western United States have shown significant jumps in
math and reading achievement when diagnostic- ~prescriptive procedures were introduced
to meet the needs of learners. The Jordan District in Salt Lake City and the Clovis .
Distriect in Clovis, California, provﬂde alternate management 'models, but both have
documented learner gains in the basic skilis through systematic diagnosis and care-
fully prescribed, instruction. S8everal of. the Phoenix Elementary schools have installed
similar management systems, and implementers report positive effects on learners, both
in the coggggiyé and affective domains.

e
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One teacher in the Phoenix Union High School District installed a diagnostic-
prescriptive process in Title I English classes, buttressing it with careful class-

room wanagement. After the first semester of instruction last year, she reported

that nearly all of her students showed gains of two to five grade levels on the ¢
language portions of the ITED. Students made thelr greatest cognitive gains in
punctuation and usage, she said--but even more significant were the students' pos- ,)
itive chanfes in attitude toward self and subject during that diagnostic prescriptive
cycle.

WHAT IS DIAGNOSTIC-PRESCRIPTIVE TEACHING? \.

As instructional management is styled differently in each of the model districts,
so is the approach to instructional diagnosis and prescription. There is no single
diagnostic and prescriptive system--nor should there be--but the concept can be clar-
ified in terms of essential steps, however they might be styled.

A

Basically, diagnostic-prescriptive teaching 18 an instructional process which
treats the student's identified needs within a limited content area. In the process,
" the teacher (1) measures student performance, (2) identifies stydent needs by com-
paring performance to an established standard, (3) interprect: interprets the conditiaps signalled
by student performance, (4) prescribes specific experiences to help the student
achieve desired learning, and (5) measures again for mastery. If the intended learn-
ing does not take place, the teacher (6) repeats the process, making a new prescription.

HOW IS DIAGNOSTIC-PRESCRIPTIVE TEACHING DIFFERENT .
FROM OTHER TEACHING DESIGNS? -

Periodiecally, and with varying degrees of precision, all teachers diagnose and
prescribe. Fewer teachers, however, have, learned to view testing as an integral part
of teaching. Too often the test is treated as a simple job requirement, morelfloselﬁ
tied to record-keeping and reporting than it is to instructional planning.

By contrast, testing provides the teaching base in the diagnostic-prescriptive
process, the purpose of which is the eontinual identification and elimination of
learner needs. Dilagnostic-preseriptive teaching should be understood as data-based
instruction, and testing must be understood as a vital part of the process. In the
diagnostic-prescriptive design, data collection and interpretation precede and follow
[nstruction, and the sequence add pacing of learning experiences are determined
¢hielly by interim measures of student performance.

Again by contrast, data-based instruction is more nearly learnmer-centered than
the teaching design which humanely seeks to avoid or minimize testing. Despite its
gystemg-styled vocabulary, the diagnostic-prescriptive eycle places the needs of the
learner above all else. Meaningful diagnosis calls for frequent personal exchange
between teacher and “student, and meaningful prescription calls for a teacher's sen- .
sitivity net only to the cognitive, but also to the affective needs of the learner.
Moreover, it 1s only by assessing the needs of learners that instruetion can be other
than text-driven and teacher-ceutered or institutionally determined.

It is a falr description of the process to say simply that it is data-based and
learner-centered, but two further descriptors help to distinguish the kind of teach-
ing we call diagnostic and prescriptive. -

Of greater cognitive importance 1s the fact that it is a skill-specific process,
built on the understanding that knowledge and skills are accumulative. A student is
able to know one thing because he already knows others; he is able to master one skill
because he has already mastered othere, and the reverse is true as well: frequently
he is unable to master a skill because he has not mastered others.
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In either,evenf&fit is important to recognize that every skill is a complex of
implied sub-skills,iand those must be broken out in performance terms for effective .
diagnosis and prescription. The diagnostic-prescriptive process is called skill- g ‘)
specific because it |treats each identified sub-skill as an essential step toward a
desired, but more general learning outcome. .

‘1

-

Finally, the procees yields positive results in the affective domain because it .
is a system of alternatives for learners. Any classroom of thirty students can be -
used to demonstrate that there are many ways to learn. Learners have different
strengths and, styles4 learning rates vary, and a teacher may well need different
strategies to meet his students' range of needs. Thus, a diagnostic- prescriptive
program relies on a wide variety of curatives, variously applied. To extend the .

+ miedical metaphor, it is no more reasonable for a teacher tu prescribe a single ex-
perience. for all students than it would be for a physician to prescribe a single
pharmacy item for every patient. ——

.

THE LIMITS OF THE REAL WORLD
The evidence seems sufficient to say that instruction in the basic skills can
bé significantly strengthened--1f instructional management is both sturdy and, flex-
- ible enough to meet the needs of individual learners. The diagnostic-prescriptive
models work--~even when they are dared by overwhelming class enrollments--but they
can't be installed in a summer, or a year, or two years. Some districts have been
at it for five years and more, and if they see value in their work to date, they
" still see time and training and earnest staff cooperation ahead. "Go," they say,
"but go slowly. Build the appropriate managment in at every step, or the structure
will never go up."

Here in Glendale, English teachers have invested more than two years' time and

labor in a number of preliminary procedures, including the production of instruc-

tional "skillpacks" for classroom teachers. Referenced to a common skill structure,

the Glendale skillpacks provide alternate diagnostic and mastery test forms, alter- .
" nate learning activities for each sub-skill identified within a major skill, and

mastery practice activities for each major skill sequence. Learning activities: are

designed te represent a range of learning styles and needs, and the skillpack 1tself
" is designed for flexible uge, to facilitate effective diagnoeis and prescription.

The skillpacks have been developed with creative care and precision Glendale
teachers have reported that the materials work well, and the skillpack process ‘may
serve as a model beginning for secondary schools. But it is important to note- that
materials of any kind are only a beginning, for no materials can effectively oper-
ationalize themselves.

As a district undertakes the design of diagnostic-prescriptive programs for the
bagiec skills, there are helpful theories and fine models to be studied, and certain
elements of instructional management can be readily transferred from existing systems.
But the challenge is the greater to a begimning district as the staff discovers that
it must, essentially, teach itself how to manage materials and instruction in new
jwaye--within the unique constraints of its schools. g




GETTING BACK TO THE BASICS IN COMPOSITION

K]

FrankéJ. D'Angelo, Arizona State University

The phrase getting back in my title suggests a going from one place to another,
a journey, a trip, a flight. To many teachers in the middle and late 60's and early
70's, teaching composition and the language arts was like taking a trip. The use
of the word trip to describe this venture into affective education is not accidental.
Many teachers, seeking joy and ecstasy in thelr teaching, claimed that they experi-
enced "highs" not unlike t ose experienced by young people using drugs to chemically
alter their psyches so as to'intensify perception,

For years, scholars, teachers, and social critics had been®lamenting heavy |
emphasis placed upon the cognitive domain in education and the relatively light em-
phasis placed upon the affective domain. Subsequent political, social, dpd educa-
tional events were to give teachers the opportunity to put these concerns!into ac-
tion. A disenchantment with American involvement in Vietnam, a new focus on the
problems of racism and poverty, an attack against establishment schooling, the Dart-
mouth conference with its emphasis on personal experience, humanistic and existen-
tial psychotherapy with its emphasis on feelings and emotions, the new romanticism
of free school advocates, and the counter-culture's celebration of naturalness,
freedom, gnd spontaneity =-- all of these seemingly unrelated things combined to make
teachers and students believe that there was something wrong with an educational
system that turned oyt mere automata and that produced. citizens who on the one hand
professed idealism and on the other allowed atrocities such as the war in Vietnam,
racism, and poverty to exist.

Consequently, many teachers turned away from the basics as being something
base and looked for a basis in the new romanticism of the 60's. 1In place of con-
ceptual knowledge, they offered sensory experience. Instead of science, they cele-
brated the mystical and the mysterious.- Instead of a detached objectivity, they
sought involvement. In place of linearity, they advocated holism, Instead of non-
utopian labor, they embraced ecstasy. Rather than preconcelved ddeas,they espoused

“exploration, diecovery, creativity, play, nonintellectual sensing, dreams, fantasy,

the unconsicous, and the stream of consciousness. They felt, along with Carl Rogers,
that the teacher's primary job was to make it easier for students to communicate
their feelings and their emotions, As Carl Rogers put it in ON BECOMING A PERSON
(Boston: Houghton Mifflin, 1961, p. 19):
=~ I have found it enri%hing to open channels whereby others can communicate
‘their feelings, theit private perceptual worlds to me., Because understanding
is rewarding, I would like to reduce the barriers between others and me, SO
-that they can, if they wish, reveal themselves more fully.
The writing which resulted was free of rules, prescriptions, and external constraints,
If writing was to be meaningful to students, some teachers maintained, students must
be allowed complete freedom to assert their selves, their world views. Writing )
should be '"natural," '"spontaneous," "instinctive." John Dixon, in an article en-
titled '"Creative Expression in Great Britain" (ENGLISH JOURNAL, September, 1963,
p. 797), writes of this approach: v
In such personal writing, as it has come to be called, the teacher is looking
for an effort to achieve insight -- to brush aside the everpresent invitation
to take the world as other people have found it, adopting ready made their
terms and phrases (their image of us), Writing is a way of building a per-~
sonal world and giving an individual rather than a stereotyped shape to our
day-by-day experience. Personal writing has to take feeling as well as thought —
into account, attitudes as well as-observations., Characteristically itruses
prose as an undifferentiating matrix that blends discussion of ideas with the

sense of felt experience. In its way, then, this is a starting point to which
we continually recur.-
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For some teachers, the archetypal) journey that many students took in search
of the self was also a journey that thdy felt compelled to take a$ they searched
their souls for their own feelings abogt Vietnam, drugs, sex, racism, and poverty.
It is no wonder that many teachers veered from the dogmatism of traditional course
instruction toward what seemed to thefi at the time a freedom from prescription and
structure. So they turned toward th¢ elective system, toward relevance, toward
self-expression in writing, away from the survey in 1iterature, away from prescribed
patterns in writing, and away from "correct grammar." After all, it was hard to
get a student who had politically or socially dropped out or who was turned on by
drugs to tune in to anything that smacked of prescription or structure. The ap-
proach toward writing and English education at this time, then, was a necessary
response to the political and social events .of thuse tartuous, yet exhilarating
years, .

‘But this journey, like all journeys, had to have -an ending. The aftermath of
the c¢ivil rights movement and the war in Vietnam, the disillusiynment over Water-
gate and the White House tapes, the political machinations “of the CIA, the FBI, and
the IRS, the oil crisis, inflation, joblessness, the state of the economy, crime in
the streets, and white cullar crimes such as price fixing and monopolistic practices
were to brinb many teachers (and students) back from their euphoric highs down to

. a bitter reality. To some critics of education, the lofty flights into the realms

of ecstasy taken by some teachers was hot the mind-expanding trip that many teachers

had envisioned but rather a running away, an escape, from political and social real-:

ities. So when the popular press began to take up the cry that the schools had been
derelict in their duties, that students could neither read nor write with any degree
of proficiency, many teachers found themselves victims of cultural shock, or perhaps
what Alvin Toffler has called "future shock.”" Who could have envisioned that the
heady wine of the 60's would have turned into the sour vinegar of the mid 70's so
quickly?

So now it's time to take stock. No one would want to go back to the dogmatism
and arbitrary structures. of much traditional schooling. Yet many are convinced that
some sort of return to structure is necessary and that there should be a continuing
search for new structures. Many teachers would not want to give up the gains made
by emphasizing personal writing and self- expression. Yet many are convinced that
because students can write in one mode, that doesn't necessarily mean that they can
write in the other modes. To write effectively in modes such as exposition and per-
suasion, the student needs” formal training.

- If some teachers have built castles in the air in the 60's, it is now time to
put foundations under them in the 70's. But building foundations is never as ex-
citing as completing wholée buildings. And to many teachers, there is something
base about getting back to the basiecs. But that which 1s base 18 not necessarily
lower or inferior in rank. It can be the principal component of something, the
basic pr%nciple or principles to which we must ever and ever return.

What are these basics in writing to which many critics believe we must return?
To the general public, to the popular press, to many members of the business com-
munity, and to.some educators, getting back ta the basics means getting back to
spelling, punctuation, capitalization, penmanship, and "correct grammar.' By cor-
rect grammar, they usually mean avoldance of sentence fragments, run-on sentences,
dangling modifiers, incorrect verb tenses, and faulty reference of pronouns. These
things are easy for critics toattack because they are the must visible in student
writing. There is no doubt that writing which has an excess of mechanical and
grammatical errors can be irritating, distracting, and lacking in coherence, as the
following student paper clearly indicates:

-
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MY ROOM IS AN EXTERNALIZATION OF MYSELF - .

My room reflects the ideas and life style which is so much apart of me. .
Music, clean and neatness, a time to think and study. -

Music, I don't know what,I would do without it. The reason I love music
the way I-do, 1s because I use to work in a ‘€lectronic store. You, as the -

¢ talesman had to convince that person he would like a stereo unit.- Then, tell
him how much better the MUSIC would sound on this new one rather than his owm.
That 1s one way I aquired a ear to music, being around it a lot.

Clean and neatness is another hang up which I follow. I can't stand
being in a dirty place I use to live next door to some neighbors-and their.
house looked like a PIG PEN. .The bathroom was a‘disgrace. Cob webs in the
corners, and dirt on the floor and tiles. The house had a particular oder.
Things like this just stay in your mind. Especlally since I was raised in a
house where ¢lean and neatness was a must. o “

Then the good old room reflects a big part of me as does a lot of other
people. The Time you need «to be alone to think. It might be a personal prob-
lem or trite.thing. You know you can always depend on it. It will never
leave you. You can always talk to it, and it won't get smart back, but just
listen to you, Then your room i3 a study period. The only bad thing is if
vou're having a problem with your studies, it can't help you. <If ouly your
room could talk? Your room gives you all the peace and comfort you need. ‘X

~fn conclusion to my thesis, your room plays a big part of your life.
YouLllve study, listen to music and any other things you please, If someone
took a survey, I wonder how many hours of your life you spend in youpsROOM?
This student clearly need$ work in the fundamentals of spelling, punctuation, capi-
talization, and "ecorrect grammar." But more importantly, he needs work in sentence
and paragraph construction and in the basic principlea of unity and coherence.-

»
#

In direct antithesis to Fhis paper 1s the paper that has a clearcut organiza-
ticnal pattern, a paper that is relatively free_ of mechanical and grammatiecal errors,

o but one which does not say very much:

HIDDEN REFERENCES TO DRUGS IN ROCK LYRICS
About five vears ago '""Puff the Magilec Dragon" by Peter, Paul and Mary was
released and it turned into one of the most popular hit songs of its time.
Then Peter, Paul and Mary announced that 1f you looked closer at the lyrics
you would find it 1s about smoking marijuana. Soon, other groups made songs
with hidden meanings about drugs. The Beatles made '"Yellow Submarine' which
is about a ttip on Yellow Methodrine. Jefferson Airplane's "White Rabbit" is
. all about pills-and their affects. More and more groups started ‘to sing songs
about drugs.--In fact, most moﬁern groups write some songs about drugs.
jh One example of thig is the Doors ['Soft Parade'". One part of the song
- goeg like this:
¥ This is the trip
The best part of the trip
I really like it. Ahhh lights
Pretty good, huh!
I am proud to bg part of
this number.
The soft parade represents the movement toward drugs. It goes on to say that
pecple ignore the soft parade and when they finally realize 1t 1is c@ming it
will be too late.
Another example of songs with rcferences to drugs 18 "Purple Haze"’ by
Jimi Hendrix. The song starts like this:
Purple haze all in my brain
ueeing things that don't seem the same, g

I'm acting funny and I don't know why
Excuse me while I kiss the sky.
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This song refers to a trip on purple microdot of L,S.D. .Many of Hendrix's
songs were drug oriented.

Black Sabbath has. many songs about drugs, although they deal with the
harmful side of drugs. '"Hand of Doom" is a story about a person becoming a
heroin addicts The lyrics tell how this person became an addict, and they-
go on to show the deterioration of fhe addict's body and mind. Finally, the
song tells, of the end result of drugs; death. A couple of verses go like this:
Take it in your nose
You've_joined the other fools
Turn to something new N
Now it's killing you ’

i Now you know the scene
-+ Your skin starts turning green
Your eyes no longer see
‘ Lifes realities
Grateful Dead wrote a song called '"Casey Jones'. It is about Casey Jones

~

taking cocaine and his "trip" while he drives his train. The chorus_goes* \

like this: .
Driving that train,
High on cocaine N
Casey Jones you better
watch your speed. - ‘
Trouble ahead, trouble behind ‘ - ' .
And you know that potion ;‘ i
just ¢rossed my mind %
The lyrics go & _to tell the images, Casey Jones sees whlle driving his
train. -
I suppose you could look into,;he lyrics to any song and say this deals
with drugs. But nowadays the songwriters just come out and say drugs when
they mean drugs, and more and more songwriters today are writing these types
of songs.
Despite the lack of a good thesis sentence, the use of weak examples, and the lack
of a detailed analysis of the lyrics, this paper.is not hopeless. At least it con~
tains the basics. It can be worked-on and improved. ' ‘

a

Despite my own reservations as to what constitutes the basics, I would cer-
tainly not neglect the teaching of literacy: spelling, punctuation, capitalization
and "correct grammar." But I would not place undue emphasis on literacy except as
it got in the way of intelligibility and effective communication. Rather T would
stress the ability to write coherent and effective sentences and paragraphs and
beyond that the ability to take a.simple thesis and support it in a meaningful way.

Let me expand on these ideas slightly and add to them. Basic to the comp051tion
process is a knowledge of words. Students should have a basic knowledge of prefixes,
root words, and suffixes, of diction and of usage., On the sentence level, students
should be acquainted with the fundamental grammatical principles of predication, modifi-
cation, complementation, subordination, and coordination. On the paragraph level,
students might be taught Francis Christensen's approach ta the rhetoric of the para-
graph (as well as newer approaches to paragraph construction) and the traditional i}
patterns of development: analysis, classification, comparison and contrast, ex- A
emplification, and the like. Beyond the paragraph, students sheuld know just a’
little bit about thesis and support, the selection of significant material, and the
logical orgamization of ideas. But I fear that as soon as I go beyond the paragraph
.1 am really going beyond the limits of what some teachers feel to be absolutely
basic. But beyond the paragraph, I would suggest that the student attend to short
expository and persuasive themes. I would not neglect personal writing, but I would
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not emphasize it to the exclusion ,of the other modes. Many entering college fresh-
men unfortunately have had nothing but what they loosely c¢all "creative writing."
These students clearly need some attention to structure. On the other hand, some
students have never been given the liberty to express their feelings and emotionms.
Diaries and journals are a must for these students.

* Although I would tend to stress the discovery and organization of ideas over
mechanics and grammar, I would caution anyone teaching student wriﬁing that these
things do have their relative importance. As a teacher of college composition and
rhetoric, I have had far too many students try to defend their sloppiness, bad
spelling, poor grammar, and incoherent paragraphing with the comment that "it's the
ideas that really count." 1 agree. The ideas do '"really count."” 'But I have sel-
dom encountered a sloppy, writer who could convey his ideas clearly and effectively.. *+
More specifically,.I find it hard most of the time to separate style from content
or "the basics' from the ideas they are intended to support.

- .
If the return to the basics is what is necessary after almost a decade of neg-
lect, if the teaching of the basics is to be more than base, if the primary func-
tion of the schools is to increase their stjudent's power over language, then what
is needed now in order to perform these basic tasks is what has always. been needed:
1. a reaspnable class load for English teachers (for the school and community
college teacher no more than 100 students),
2. inservice training, institutes, and special courses for the teacher in
~ the teaching of composition, and P ‘
3. more attention paid to rhetorical theory and research, ‘\\
There is nothing wrong with journeys, literal or metaphorical, nor with flights
. of fancy. But in our trips through space, we must be careful not to get Spaced out.
We should fly when we can, but sometimes we may have to take a train or a car, and
some of us may have to walk. As long as we don't stumble or fall along the way, ///
we can still reach our goal, though it may take a little longer: to increase our -
students' power over the written word and consequently to provide them with the//
knowfédge, experience, and pleasure which such a mastery can make possible,

[
----------

‘ SHOPTALK: -

"The past five years have witnessed considerable progress in the 'opening' of the high
- school English and social studie8 curriculums. In the beginning, many of these
) - changes were cosmetic: mini or elective courses created from slicing the tra-

" ditional curriculum into more discrete elements. Today there are new and pro-
vocative short courses; a real change in content .is being offered. This shift
however, does not mean a movement away from the celebrated 'basics.' Any good’
teacher knows' that content does not restrict the instructor from working on what-
ever student skills need attention. A teacher genuinely concermed about devel-
oping the students' writing and reading skills can succeed in a course on Shakes~
peare or Science Fiction. Students can become 'good citizens'--another 'basic'--
in a text-oriented American Government course, or in-one that follows the Water-
gate trials. : ) .

The point is not content but motivation. Through high interest courses, moss‘
teachers are better able to motivate students to improve their skills. We need

to constantly experiment and create new 'forms,' not because these efforts are
'innovative' but because they enhance student productivity and expression. An
uncritical return to the 'old ways' reflects a frightening myopia. The purpose,

of school is.not to enshrine the past but to ensure the future." (Frank McLaughlin,
"Back to Basics. . .Challenge or Copout?' MEDIA AND METHODS , Dec. 1974, pp. 9-10)

’
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- THE EMERGING OF NEW "BASIC FUNDAMENTALS' OF ENGLISH: MEDIA
Nancy Cromer, University of South Carolina

English teachers have traditionally accepted language--verbal language--as their
subject matter. For as long as English has been a subject taught in American schools,
the English language has been studied principally in the contexts of its oral and writ-
ten forms. Though language in its broadest sense is still the fundamental subject mat-
ter of English, the concept of language must now be expanded to include the multiple
languages of communication, of which verbal language is only one. The context, or the
" conditions immediately surrounding the transmittal of communication, have changed; new
communication technology has created new contexts in which communication exists. We
English teachers can no longer limit ourselves and our students to studying the basic
oral and written forms of verbal language; we must accept the new cbntexts in which
communication exists and treat them as languages that are emerging as basic fundamentals
~in the study of communication. _ :

There was a time when the contexts of communication consisted simply of language
in conversational dialogue, face to face, and written language, mainly in the form of
books and letters. The context of a communication form helps to determine its exact
meaning; i.e., in the context of conversational dialogue, some of the meaning 18 carried
through non-verbal communication such as intonation and facial expression,

The invention of the telegraph, which has been heralded as the beginning of the -
age of electronic communications, was a drastic contextual change for communication,
A new condition it provided waﬁ/speed of transmittal across space, as well as a curt,
abbreviated form of verbal language. Telegraph communication also took on other sig-
nificance: receiving a telegraph signified unusually important news, either good news
or bad news. Each technological communications medium--television, film; .telephone,
radio, computer--has provided a new and different context for the transmittal of com-
munication, each having some unique effect on the meaning communicated and on the
verbal language used. One important example is that a substantial part of the communi-
cation of movies and television is the visual information they transmit.

Because contextualism has a significant effect on language, it is imperative that
English teachers consider language in all of its possible contexts and accept as a
necessary part of the study of language the new technologies that have sprung up around
the transmittal of language. The effective use of these technological communication
tools is of prime importance for survival in our culture which.depends on them for
handling, storing, and transmitting the vast amount of information that has been at-
tributed to the "information explosion." English teachers have, either actively or by
default, taken on much of the responsibility for making the new media a part of the
school curriculum. They recognize that the study of the languages of the néw media is
basically fundamental for lea#ming to effectively communicate in a time when these
‘media are such a determining influence in our culture. )

. ]

English teachers were among the first groups of educators to develop a sensitivity
to and awareness of new communication media, probably because their affinity for verbal
language provides a natural aptitude for understanding the languages of other, new
media. From the ranks of English teachers came the most listened to and quoted media
sage of the 1960's--Marshall McLuhan. He, along with others such as Harold Innis,
Edmund Carpenter, Buckminster Fuller, Frank McLaughlin, Edmund Farrell, and John Culkin,
helped to bring about a growing awareness of newer media and its educational importance.
The awareness period was an awakening period, a waking up to the existence of the new
reality of media. It was characterized by new insights growing out of a period of
exposure to media; there was a flourish of new concepts, and a sense of dynamic ard
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exciting chaos, McLuhan made us aware that the medium is the message /massage, that
societies are shaped more by the nature of the communication media than the content of
the communication. He also made us aware of the linear nature of print and pointed
out the influence that linear thinking has had in the development of our culture. The
Gutenberg Printing Press, by creating a linear, sequential, step-by-step process, was
responsible for such consequential phenomena as nationalism, the assembly line, the
industrial revolution and a psychological mode of introspection. All of these rein-
torced and intensified the qualities of individualism and specialization that proved
50 effective in a print-oriented society.

McLuhan and the other media sages aided us in understanding the new media by de-
scribing it and its effects in common sense language. This became the basis for move-
ment into what is currently happening: a period of consciousness, or a sense of "being
at home" in the new media realities., After the awakening to a new reality, the new
awareness can be enlarged through a process of becoming familiar by asking and answer-
ing questions. Through this process awareness is expanded into consciousness, which
is a state of more complete understanding of the phenomenon., The initial becoming
aware focuses attention and leads to further study and analysis of the phenomenon.
Intense study and analysis of the new media form a broader interaction with the new
media reality, bringing about more complete understanding and, consequently, more new

% awareness. Consciousness is a "being at home with" that develops ast the new media .
reality more and more becomes a part of the personal life space of people. For example,
television is an indispensable part of the lives of almost ‘everyone in the United States,
and through our awareness of its effects as a communication medium,. we have learned to
better understand the influence it has oh our lives and its potential as a tool for
learning,

¢

Only the most progressive schools and teachers have accepted the study of media
communication as an indispensable part of the education of young people. It will be-
come more recognizable as we grow in consciousness that ours-is an age of electronic
communications--radio, cinema, telephone, television, and computer. They form a net-
work’ that is entirely global in scope. In fact, according to Gene Youngblood in
EXPANDED CINEMA, the intermedia communications network is so pervasive that, instead
of being something in our enviromment, it actually is .our environment, More than na-
ture itself, the electronic communications surround us and continuously barrage us
with a flow of information. : ‘

Because the ¢ommunications media make possible instantaneous communication among
all cultures in all parts of the world, they are having profound effects on our lives
through a massive interchange of cultural information. Pierre Teilhard de Chardin
coined the term noosphere to describe the film of organized intelligence that encircles
the planet, now consisting of 3% billion humans., This intelligence is linked and trans-
formed into a perceivable state by the global intermedia network that all cultures
receive common experience, which binds people together into one world wide culture.
John McHale described .it in "The Plastic Parthenon':

. *  World communications...diffuse and interpenetrate local cultural tradition,
providing commonly shared cultural experience in a manner unprecedented in human
histoty. Within this global network the related media share and transmit man's
symbolic needs and their expression on a world scale. Besides the enlargement of
the physical world, these media virtually extend our psychical environment, pro-
vidipg a-constant stream of moving, fleeting images of the world for our daily
appraisal. They provide psychic mobility for the greater mass of our citizens,
Through these devices we can telescope time, move through history, and span the
‘world in a great variety of unprecedented ways. -

The influence of technology on creating a.world culture is further elaborated by
Jim Cromer and Charles Weingartner in a forthcoming book:
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A major change has occurred in how people participate in their culture and
this condition i8 expanding rapidly. It has been called Anthropological Perspec-
tive (Postman and Weingartner, TEACHING AS A SUBVERSIVE ACTIVITY). The members
of a culture have developed awareness of the characteristics of their group and
study their surviyal mechanisms, rituals, taboos, technology and art with a
detachment similar to an anthropologist. With the advent of instantaneous satel-
lite video transmission of events happening on all parts of the globe, we have
begome, for the first time, a world community of people. Our anthropological °
perspective has spread to examination of cultural traits and patterns of people
all over the globe. Before the invention of modern communication technology,
cultures integrated through a slower process of emigration. Now integration of
cultural traits is being achieved through spontaneous and instant saturation of
one culture with traits of other cultures via video, film, radio, world-wide
jet transportation service and some print media, The ramifications of this change
in exposure and integration of cultures are immense. Technology has freed us
from the limitations of unconsciously participating in a single culture and fias
made us aware of and desirous of traits found in other cultures. We can see a
world culture emerging which is made up of many sub-cultures, and in the future
we will be able to move freely from sub-eulture to sub-culture and actually
participate in several sub-cultures simultaneously.

New commuﬂ&cations media provide a reflection to us of ourselves and the world we
live in; and the media have expanded our personal world to include the whole Earth.
The media are a prime force in shaping our contemporary environment. If our education-
"al system does not recognize their importance and offer educational opportunities for
learning to use the media effectively, it falls short in helping young people to achieve
a high quality 1life in the world they find themselves in. As media consciousness con-
_tinues to develop, there 1s no indication that its influence will diminish in the fore-
seeable future, but will probably continue to increase as computer intelligence 1is
further developed and applied to a communication technology that already exists. o

Language learning that 1s restricted to the, study of verbal language is no longer
.sufficient for helping young people learn to effectively communicate in a world of
electronic communications media. They must learn the languages of the new media. Be-
cause all young people now attending school have always been immersed in the electromic
media environment, they already have an awarenees of and an "at-homeness" with the .
media that should be allowed to develop further. One of the most important and funda- -
mental services that English teachers can perform is to provide a situation in which
young people can learn to use the new media for assimilating informatiom, expressing
themselves, and discovering new awarenesses that will help them learn to contrel and
direct the new media force that is so pervasive and influential in their environment.

When young people are allowed and encouraged to actively use newer media for eéx-
pressing their own ideas, then they can develop a knowledge of media and its effects and
begin té exert control over their media environment in the form of selection and decision
making about the media. Only through active use of the new media as tools for personal
expression will young people gain enough knowledge of and "at-homeness' with the media
to make them intelligent consumers and producers of media communication. As long as -
people don't have direct access to the production of media, they can have only a partial
knowledge of the language of media,\much like a person who can read verbal language
but not write it. : : .

It has been estimated that at least 75% of the information we intake is visual,
taken in through the eyes. A large part of that information comes from the thousands
and thousands of hours of viewing television and movies, much of it during the formative
childhood years. To upgrade the quality of our media, and at the same time our
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environment, there will have to be educated people with the ability to respond to and
produce new media expression. It will probably fall to English teachers to provide
education in the use of media languages, and to make a commitment to developing an
all-media literacy instead of a mere print literacy. The new media languages, and

the ability to communicate wisely and effectively through these new languages, may be -
"basic fundamentals'" for survival,

SHOPTALK:

:The battle between traditionalists and modernists in the teaching of grammar has been
with us for many years. One particularly trying time took place in the late
1950's when NCTE published its series on THE ENGLISH LANGUAGE ARTS. J. Donald
Adams writing in his "Speaking of Books" in THE NEW YORK TIMES BOOK REVIEW
(Dec. 20, 1959) objected to NCTE's language stand. '

"There is an organization called the National Council of Teachers of English,
whose attitudes and activities constitute one of the chief threats to the culti-
vation of good English ini our schools. If you doubt this, you have only to ex-
amine its publications. Youwill find its attitudes summarized in a pamphlet just
issued by the Council for BasicEducation--A CITIZENS MANUAL FOR PUBLIC SCHOOLS ,
by Mortimer Smith. They are set forth fully in three volumes issued:by the = |
National Council of Teachers of English, and prepared by its Commission on the -
English Curriculum: THE ENGLISH LANGUAGE ARTS, LANGUAGE ARTS FOR TODAY'S
CHILDREN, and THE ENGLISH LANGUAGE ARTS IN THE SECONDARY SCHOOL, all published
by Appleton-Century-Crofts.

In effect, the commission throws the whole matter of good usage out the window.
For good usage it substitutes 'levels of usage,' and insistently maintains that
'students should not be encouraged to believe that the language of one level is
necessarily better or worse than that of another.' Instead, they should be
taught that good English 'is the English appropriate for the particular occasion
in which it 1s used.' 1If a student asks if it is correct to say, 'Can I have
some candy?' the commission suggests that he be advised to observe the speech of
various persons in the community, to watch for this expression in stories and
articles, and to consult recepnt usage studies; then he 'can prepare a report of
value to himself and to the jﬁass.' What he won't get, observes Mr. Smith, 'is
an answer to his question. For the teacher to give a categorical answer would
be to conmit the ultimate pedagogical sin of teaching a definite body of doc-
trine.'"

"Black and brown students in San Francisco high schools are being killed with kindness,
a team of Stanford University researchers has concluded.
High school teachers, mostly white, are misleading minority students about their
scholastic abilities by overpraising them, handing out good grades for poor work
and by showering the students with warmth and friendliness but not demanding sound
acaddmic performance, according to the study.
'This is a study without villains,' said Sanford M. Dornbusch, professor of soci-
ology at Stanford and the study's principal researcher. 'What we have found is
a system in which well-meaning people are perpetuating the low achievement of
black and Chicano students.'" (William Trombley, "S,F., Minority Students Misled,
Study Finds," LOS ANGELES TIMES, Oct. 5, 1975, p. I-3)

Speaking about the conflict between proponents of innovation and proponents of a return
to the basics, Joe Stocker sounds one warning about some schools that return to a
traditional education. 'The Council for Basic Education, a conservatively-inclined
organization which has manned the front lines against what it regards as excesses
of open-classroom education, is sounding a cautionary note, too. Some of the
'conservative alternative' programs, it says, 'contain some simplistic battle cries
of doubtful merit, such as 'bring back the paddle,' 'teach truth, justice and

patriotism' and 'what we need is a dress code.''" ("Controversery Flares Over
'Back-To-Basics' Schools," TEMPE DAILY S, May 14, 1975, p. 4)
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FORGING AHEAD TO THE BASICS

~Z

Joseph F. Brunner, Montclair State Collége, Upper Montclair, New Jersey
Some Opening Thoughts

After mueh thought and deliberation over how best to treat the topic 'Basics
and Reading Instruction," I've concluded two things.

First, all that needs to be
sald about this important issue cannot possibly be stated in the space alloted to
me. Second, as a student of reading I'm still learning about the process itself.
This latter statement is not meant to be an excuse for the discussion which follows,
but a realistic statement based on this human's capacity to absorb and assimilate
the wealth of new valuable information emerging from such disciplines as psycho-
linguistics and cognitive psychology.

Perhaps our major problem in dealing with the issue of how children learn to
read is that we have approached the topic from the wrong perspective, albeit a logi-
cal one.

For example, historically we defined the behaviors necessary for success-
ful reading by looking at unsuccessful reading.

That is, we took children who were
perhaps two or three years behind their peers in reading and diagnosed all the skills
they didn't '"have." These data when compiled indicated that "Johnny" had visual
perceptual problems, auditory perceptual problems, motor problems, ad nauseam. It
followed logically then that all we needed to do to help Johnny learn to read was to
remediate these deficiencies. Logical? Yes. Valid? No! Commenting on perceptual-
motor activities in the treatment of reading disability, Balow stated: !

Surprisingly, in numerous searches of the literature by this author...no ex-
perimental study... has been found that demonstrates special effectiveness
for any of the physical, motor, or perceptual programs claimed to be useful
in the prevention or correction of readimg... (Bruce Balow, "Perceptual-motor
Activities in the Treatment of Severe Reading Disability," READING TEACHER,
March 1971, pp. 513-525.)
Furthermore, in summarizing the literature on auditory discrimination, Samuels re-
ported: ' ' N
Few areas in psychology present a more perplexing picture with conflicting
viewpoints than the area of auditory discrimination...Recent criticism of
methods of testing discrimination as well as the tests themselves leads one
to take a stance of caution with ‘regard to claims that discrimination problems

are important factors in reading underachievement. (Jay S. Samuels, "Success
and Failure in Learning to Read:

A Critique of the Research,'" READING RESEARCH
QUARTERLY, Winter 1973, pp. 200-239.)

Unfortunately, despite the writings of Balow and Samuels we have not signifi-
cantly altered our approach to the investigation of what is basic to the reading
process. Instead of preoccupying our time with such things as perceptual anomalies
we’have chosen to engage ourselves with the rhetoric of "simple basic skills." After
all, who would disagree with the notion that Johnny needs basic skills in order to
read? The problem arises when we attempt to ascertain whose list of basic skills
children need, and in what sequence these skills should be presented, 1f any.

Some
nev reading management systems claim 450 skills as part of their content, yet teach-
ers familiar with basals find no such claims.

°

As Arning and Brunner pointed out,

teachers should be aware of these discrepancies when selecting materials and look

for content validation data when reviewing publisher's ¢laims. (C. Arning and J. -
Brunner, '"Reading Materials: Caveat Emptor," THE READING INSTRUCTION JOURNAL,

Jupe 1975, pp. 58-60.) : ’

Since what I choose to call the '"skills argument' often leads to a reductionist
approach to teaching, i.e. each skill treated separately with little positive results,
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I have chosen not to pursue this path any further. Rather, I have chosen to pre-
sent what appears to me to be essentials of the reading/learning process especlally
as they relate to schooling. _
Essentials of the Instructional Setting

It seems to me that in any instructional setting theye are three things that
are essential to learning. We have the learner, the teacher (however defined), and
we have instructional materials of various types. As I view it, these are the basics,
: no more, no less. As we develop our discussion around these three areas hopefully
- a sense of their importance in relation to how children learn to read will evolve.

The Learner and Basic #1

By the time a child enters school he is fully competent in his language. He
has mastered, aside from vocabulary, the sound system and the grammar system of his
language. Up to the time formal schooling began most of the child's learning about &
his language was the direct result of his engagement in the language process itself.
The child went through a series of ''stages' whereby he learned more about his lan-
guage by creating language, by experimenting with different forms of his language,
and by determining what control he could exert over his environment through these ;
linguistic manipulations. Throughout this language development period the child was “¥’h§
responsible for his learning, not some iPstructor.

Now it seems to me that the same principle applies to learning to read. That

is, the child will learn more about reading through engaging in the activity often.
To some of you this statement may seem obvious, to others, superfluous. However,
as Smith indicates, '"The...measures taken when a child is identified as a reading
problem frequently result in the child reading less than he was before." (Frank

‘ Smith, PSYCHOLINGUISTICS AND READING, NY: Holt, 1973.) This admonition is ob-
viously valid for children as they begin to read also. The sad fact is that my
experience in the past several years as a TitlelI evaluator of reading programs sup-

- ports Smith's observation. Children are reading less in our schools today than ever
before! As one Title I coordinator stated in response to my inquiry regarding the
need for more reading books and materials, "I don't need or want any more books, -
but I would like more paper to run those machines." Reading in this school was
synonymous with ditto sheets. Perhaps not so ironically, this coordinator's office
was housed in & room called "the duplicating center.”

One axiom to improving the reading performances of all children is, engage .
them in the activity often. This is one basic I should like to see us get '"back to,"

Instnuctional Materials and Basic #2
Similar to the language learning process the child will be best accommodated
by our instructional efforts if we select materials that: (a) are interesting and
meaningful to him, (b) extend his current knowledge of the language/reading preceSs,
and (c) help him work out some of his unanswered questions about the reading procegs.
In my opinion this is what Ken Gouodman is referring to when he calls reading a
"psycholinguistic guessing game.” 1In other words, similar to language learning,

- - when reading the child must have an opportunity to make hypotheses about the lan-
guage he is to read, test out some of those hunches through extensive reading, and
if necessary formulate new hypotheses about the code he is encountering. Reading
materials should then be selected based on their merit in helping the child learn
about reading while reading. To a large degree the skill-workbook type materials
which have become all too conmon in our schools' reading programs are inadequate in
fulfilling this function. An example should help point out what I mean.

20~
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Recently I had the opportunity to observe Some lst grade children doing reading-
workbook activities. The children were instructed to '"use their knowledge of the /sp/

sound to read and complete some sentences. There were approximately twenty sentences W
which contained a matching picture clue to the /sp/ "sound" and the missing word. For
example one sentence read, '"Mary ate her ice cream with & ' (plcture of a

spoon) The children were to use the picture clue and their knowledge of the /sp/ sound
to arrive at the word "spoon." A simple enough task for lst graders? Perhaps, except
the following sentence was also included in this exercise. '"Johnny dug the hole with d
a . _ - In attempting to supply the missing word the children were observed
uttering the sound associated with /sh/. Since their "semantic expectation" as Good- .
man (Kenneth Goodman, 'Decoding From Code to What?" in Thomas Barrett, Althea Beery,
and William Powell (eds.), ELEMENTARY READING INSTRUCTION: SELECTED MATERIALS (2nd ed.),
Boston: Allyn and Bacom, 1974, p. 15-23) calls it was /shovel/, their attempts to

. utilize the "decoding" clue /sp/ (for spade; the picture clue was no help here either),
served to confuse them. Furthermore, in their workbooks the response /shovel/ was
marked wrong by their teacher. The problem in this instance was that the "clue" sup-
plied by 'the instructional materials interfered with the conceptual process of the
children,

This brings us to Basic #2, which is, reading materials should be as unambiguous
in nature as possible so as not to confuse the child in his task. If materials‘exist
in your curriculum which interfere with the child's search for meaning, they may cause
reading difficulties. ‘ ‘

The Teacher and Basic #3 .
Most of us believe that the teacher is the key to a child's success or failure

in school. However, it is quite another thing to spell out what makes ‘for successful

teaching. One thing seems fairly certain to me, that 1s, there exists a wide variety

of teaching styles which have differential effects on children's learning. Therefore,
w1 feel that little is to be gained from teacher education programs which set up rigid
“prescriptions on how best to behave with children. I do feel that much is to be learn- .

éd from utilizing some of the observational methodology which these programs use. An

example should help 1llustrate the point being considered here.

Not very long ago I observed a teacher conducting a lesson on what she referred
to as "the one vowel, one syllable rule." Children were asked to ""decode" (not read),
from a 1list of words on the chalkboard. The first word on the list was /amen/, the
second word was /able/, etc. 1In round robin fashion a group of about 8 students read
these words and after the reading of each word the teacher would remark something like,
"Can we all see the rule in operation?" Included in that list was the word /aged/.
When it came to one child's turn he Yesponded /aged/ as a one syllable word. The
teacher retorted, "No, remember our rule at work," At this point the child did not
respond. The teacher called on someone else, with no better result. The teacher
obviously felt the need to speed up the lesson (after all, I was observing her), so
she said the word 1s /a ged/ withe two syllables. Now the children seemed totally con-
fused. One child blurted out, '"You mean the cheese /a ged/?" Now the teacher defend-
ed her lesson by saying, "For this exercise, the pronunciation i1s /a ged/ because it
follows the rule we're talking about," .

Unfortunately, I had the opportunity to observe other lessons in other schools
which were similar In nature. Further anecdotes cannot be shared in this limited
space, but the point 1s, that as teachers we should be highly critical of our method-
ology and constantly ask ourselves if what we are doing is helping children discover
more about the language/reading process. Basic #3 then 1s, as teachers, we should
develop a questioning attitude about our performance with children. Some questions we
can ask ourselves are: Is the emphasis in my reading lé&son on rule learning? 1If so,
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have the rules become ends in themselves, and how do the children respond to this type

of instruction? Do my children have to articulate the rules in order to do well in my

class? 1Is this any different than memorization? Finally, is this what the reading

process is all about? These and other questions can best be answered if teachers mon-

itor their behavior through video and audio taping, peer observations, etc., and eval-
. uate their lessons iﬁ terms of what they know about thée reading process.

Summary Statement ‘ -

The preceding discussion was aimed at sharing with the reader what I consider to

. be essential or basic in order to help children help themselves learn to read. Since

in my opinion we have never implemented these basics, there is nothing to return to.

With these suggestions as our starting point, let's forge ahead to the basics!

SHOPTALK:

Willard Waller's THE SOCIOLOGY OF TEACHING (NY: John Wiley, 1965, first published in
1932) is a quite dull title of a quite exciting book still very much worth reading
toeday. Here are a few bits still controversial with many people. .
"Teachers are- paid agents of cultural diffusion. They are hired to carry 1light
into dark places. To make sure that teachers have some light, standard qualifi-
cations for teachers have been evolved. Not only must the teacher know enough to
teach the youngsters in the schools competently according to the standards of the
community, but he must, usually, be a little beyond his community. From this it
follows that the teacher must always be a little discontented with the community
he lives in. The teacher is a martyr to cultural diffusion." (p. 40)
"Undoubtedly the fact that teacHers must be models of whatever sort of morality
is accepted as orthodox in the community imposes upon the teacher many disqualifi-
cations, With regard to sex, the community is often very brutal indeed. It is
part of the American credo that school teachers reproduce by budding." (p. 45)
"From the ideal point of view, parents and teachers have much in common, in that
both, suppusedly, wish things to occur for the best interests of the child; but,
in fact, parents and teachers usually live in a condition of mutual distrust and .
enmity. Both wish the child well, but it is such a different kind of well that
conflict must inevitably arise over it. The fact seems to be that parents and
teachers are natural enemies, predestined each for the discomfiture of the other.
The chasm is fréquently covered over, for neither parents nor teachers wish to :
admit to themselves the uncomfortable implications of their animosity, but on
ocecasion it can make itself clear enough." (p. 68).

, "The Office of Education in the Department of Health Education and Welfare should be *
abolished and all federal aid to education ended, former Gov. Ronald Reagan said
Friday. : . ’
'Federal aid te education has undermined the fundamental values, the teachings
of parents,' he told represantativeaﬁgf the National Right: to Life Committee,

Inc., here.

Reagan gsaid, without qualification, that the federal governmdnt 'should not be
invelved in eduéation.' Schools and the entire educatiénal process, he said,
should be run at the local level.

The Californian, currently on a national campaign tour to sound out his chances
for the Republican presidential nomination next year, previously had questioned
whether there was a correlation between the advent of federal aid to education
and a lowering of test scores on college entrance examinations. But Friday was
the first time he went, as far as to call for a total abolition of federal school
aid and, specifically, the 'dismantling' of the Office of Education.

He said he h&d keen told that Francis Keppel, former commissioner of education,
once admitted that the-real reason for federal aid to schools was to achleve a
'social purpose.'' (Richard Bergholz, "Reagan Urges End to All Federal Aid for
Schools,'" LOS ANGELES TIMES, October 25, 1975, p. 10) ) .

&
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BACK TO WHAT BASE?
Charles E. Davis, University of Arizona

The back-to-the-basics movement is upon the high-school English curriculum, and
I hawe mixed feelings about what is happening, not unlike the way I regard the coming
of summer rains, hoping they will bring relief to the parched air, dreading that they
will rage and tear away much that is worthwhile. Doubtleas the English curriculum
needs a cleansing of its current abuses; doubtless too that purging may be overdone
and remove not only the bad, but the good as well. What is wrong at the moment is .
that the high-school English program has almost no support outside the high-school
English department. What may soon be wrong is that a back-to-thefbasics program
will be unacceptable to the teachers who are assigned to teach it. In the pellmell
rush back to basics we had better give a close look at just what basics we-are rush-
ing back’ to. :

There are, of course, many factors other than curriculum that cause problems
for the high-school English teacher. There is class size. Increasingly we find
teacher loads of more than 150 student3 daily and rarely a class with fewer than
thirty students. There is the problem of the general decline in esteem for and util-
ity of clear writing and speaking. Major works of literature are reduced to fit the
multiple-of-thirty-minute schedule of television and then punctuated ‘and reduced by
.commercials. But these are minor problems compared to the major problem that the
high-school English curriculum has lost the the respect of two groups whose support
1s indispensable. Parents and taxpayers no longer believe that high-school English
teachers are doing their jobs. And college and university teachers of English do
not believe it either. When a high-school curriculum has lost the support of both
the public and a substantial number of teachers of its discipline, that curriculum
is in trouble.

What high-school English teachers are likely to reply is that professors and .
‘parents simply do not understand that the contemporary students are different from

~ any that have gone before. Students demand a curriculum that is relevant, one that

gives individual choice in what they will learn. I can reply only that there has

‘never been a time when parents did not think that their children were different; .
that there are few professors who do not hope that their new students will be dif-

ferent from their last; that there is nothing irrelevant about a sound curriculums;

and that there is no one I know who believies that students learn apy way other way

than individually. Relevance does not have to mean anti&intellecﬁﬁalism, but that

is what relevance has come to mean. A curriculum with electives does not have to

disregard sequence in instruction, but that is exactly what most elective curricula

do. ~ ;

I do not want to appear that I stand alone when I express these opinions. I
have already claimed as support the opinions of my colleagues in colleges and uni-
versities, and I believe these opinions have been widely reported in current news-
papers and periodicals. I have claimed the support of other parents, and I base
thls on what I have heard in PTA meetings I have attended and all kinds of parents’' .
groups I have met with. I also claim the support of recent high-school graduates.
This fall 1 was asked to give a short talk to English teachers in Phoenix, and I
prepared for that occasion by distributing a questionaire to students currently en-
rolled in freshman English at the University of Arizona. I questioned randomly only
students from the metropolitan Phoenix area, but I think gimilar results might be
obtained by extending the survey to other areas. Below I report the opinions of
students taking English 2, the first-semester course for average students.

1. How many semesters of high-school English have the students ;taken? An average
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of 7.5 semesters. The mode, the most frequently reported number, was eight
" semesters.
2. How many semesters did the student rec@ive instruction in composition? An
. avenage of 3.43 semesters. °The mode was two sSemesters.
3. What did the studerts think of their high-school training? .
Excellent 9% :

Guod 33%
Weak 487
Poor 9%

4. How relevant to their education was their training in English?
Excellent 5%

Good 14%
Weak 57%
Poor 247, |

$
I concede that students' opinions may be heavily influenced by the fact that
they are enrolled in freshman English; I concede that what is relevant to the high-
schoul student may be different from what is relevant to a student in a university;
I still infer that most students do not believe that they have had the training they
think is relevant tu their education.

At the University of Arizona we are constantly encountering students who have
never read a book another adult has even heard of. Gone are the days of the abridged
STLAS MARNER; come are the days of relevance. Gone 1is HUCKLEBERRY FINN or THE RED
BADGE OF COURAGE; come is the day of . . . Alas, have I forgotten the title? No,
now I remember: the student forgot the title, forgot the author, forgot the char-
acters' names and forgot what the book was really about, but it was relevant; it was
chosen to illustrate a theme, such as racial prejudice or generation gap. I am con-
fronted with the opinion that novels and plays and poems are written in support of
causes, I am reminded that Richard Lovell Edgeworth once made his children memorize
Macbeth's "Tomorrow, and tomorrow, and tomorrow . . ." as a warning against procras-
tination. We now have high-schovl graduates to whom OTHELLO will always be a pldy
which illustrates the inevitable result of racism, 1f they have read OTHELLO at all.

I mention training in literature first, but I am also concerned with today's
rele rant, individualized standards for writing. We still get the you-know-what-I-
- wean argument when a paper is judged vague or the everyone-has-a-right-to-their-own-
opinion argument when the paper 1s judged irrational. These, of course, are not new
arguments. T am sure Aristotle heard them. What 1is new is the uncomfortable sus~
picion that these arguments may have been accepted as valid in high®school classes.
They are not valid at all. Playing the game that one's reader must guess what one
really means is never going to result in clear writing; and the truth is that nobody
has any sort of right to an opinion based on ignorance or prejudice.

I am certain that the back-to-the-bagsics movement is more than anythiing else a
reaction to the current inadequacies of the high-school English curriculum. What I
fear is that the reaction may lead to a program that will be worse, a program in
which abridged élassics take the place of properly chosen literature, in which end-
less diagraming of sentences takes the place of writing papers, and in which drill
in obsolete locutions takes the place of an understanding of language. I am dis-
turbed that the student is now shortchanged in reading mature literature, but I do
not want to return to the day of the abridged classic and its accompanying objective
tests. I am disturbed that students' writing is undisciplined and uninspired, but I
do not believe that inspired, disciplined writing 1s the result of endless drill in
workbooks Surely something better can come from our current concerns.

If we are going back to basics, the basics we ought to go back to are the art
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of literature, the art of composition, and the art of language, written and spoken.
These are the arts English teachers know most about, and they are the arts which
seem most ignored right now. Getting a student to the point where he apprgciates a
great work of literature 1s hard work and so is getting a student to the point where
he can write and speak the language with clarity and accuracy; but these are worth-
while tasks, tasks for which most English teachers are prepared, tasks which the
public believes ought to be the aims of instructors, and tasks which when cast aside
or ignored in the high-school curriculum result not only in the kind of discontent
we now have, but also in a decline in the quality of our society.

E

&

SHOPTALK: ’
"More than 23 million American adults, one in every five, lack the basic know-how to

function effectively in society, according to a study released Wednesday by the
U,5, 0Office of Education,

'It is surprising, perhaps even shocking,' the report said, 'to suggest that
approximately one of five Americans is incompetent or functioms with difficulty
and that about half of the adult population is merely funational and not at all
proficient in necessary skills amd knowledges,'

The $1 million study, conducted by the University of Texas at Austin, attempted
to redefine 'literacy' and measure the competence of a person to function in an
adult world, =

The researchers said they had found the situation more dismal than believed
previously."” ("1 in 5 Adults Lacks Basic Living Skills, Study Finds," LOS ANGELES
TIMES, October 30, 1975, p. I-1)

"Although I have frequently inveighed against the teaching of English grammar, since
© most students refuse to learn it, and research in several countries over a long
period of time has shown little, if any, connection between any type of grammar,
traditional or modern, and improvement in writing, I have to admit that most
teachers of composition devote an inordinate amount of time to it. I often sus-
pect that they run away from the problem of teaching writing and teach grammar
ins;i§d." (Paul B. Diederich, MEASURING GROWTH IN ENGLISH, Urbana: NCTE, 1974,
. b. 8 :

Exploring the reasons for the decline of literacy in the United States, Vance Packard
advances 7 reasons: '"(l) Writing as an educational subject has lost status.
(2) The growing use of multiple-choice questions for testing reading, writing
and other subjects. (3) The overloading of English teachers and instructors
with students. (4) The widespread sale of term papers on college campuses,
(5) Automatic promotion in schools, open admissions to colleges., (6) A revolt
against rules and established ways. (7) Finally, and perhaps most important,
the unanticipated side effects of the telecommunications revolution.," ("Are
We Becoming a Nation of Illiterates?" THE READERS DIGEST, April 1974, pp. 81-85)

"Recommendation 6: ENGLISH COMPOSITION, -The time devoted to English composition dur-
ing the four years should occupy about half the total time devoted to the study of
English. Each student should be required to write an average of one theme a week.
Themes should be corrected by the teacher. In order that teachers of English have
adequate time for handling these themes, no English teacher should be responsible
for more than one hundred pupils. . !
To test the ability of each student in English composition, a schoolwide compo-~
sition test should be given in every grade; in the ninth and eleventh grades,
these composition tests should be graded not only by the teacher but by a com-
mittee of the entire school. Those students who do not obtain a grade on the
eleventh-grade composition test commensurate with their ability as measured by
an aptitude test should be required to take a special course in English compo-
sition in the twelfth grade." (James Bryant Conant, THE AMERICAN HIGH SCHOOL
TODAY, NY: McGraw-Hill, 1959, pp. 50-51)
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RONALD REAGANrS RIGOROUS DRILLS AND THE SWINGING '60's ENGLISH ELECTIVES 7
Yoy
Beverly Haley, Fort Morgan High School, Fort Morgan Colorado -

¢ Several weeks ago, an evening edition of the DENVER POST ran an eéditorial written.

by Ronald Reagan. The editorial is a plea for English teachers to go "back to the

basics." Basics to Reagan apparently means "plain old readin' and writin'." He bases

his argument on a recent news story concerning a survey by the Association &f Depart-

ments of English. The survey of 436 colléges reported that “students are leaving high
school with a much poorer training in fundamentals than before," “

Reagan points to verbal inadequacies of youth evidenced by such recent expressions
as 'ya know--like--I mean'" and blames this verbal inadequacy on the permissiveness of
the 1960's English electives curriculum. His solution calls for a return to what he
remembers as ''those endless grammar drills; stuffing your hedd with rules and excep-
tions-to-rules. . . singsong recitations of 'Evangeline' or 'The Rhyme of the Ancient
Mariner'. . ." which, he condinues, now appear to be the true "key to one's ability to
write clearly . ." Reagan's solution to thé problem of how to turn studehts into
literate adults is "rigorous drills. . .compulsory courses. . . a well-planned and
supervised reading program. M ‘

If all the English teachers in the schools today were to follow Reagan's formula,
the task of teaching English would instantly become a far, far easier one than we have
ever known. And if all English teachers in America today were to believe in Reagan's
tformula, I could not believe in a future for America.

Rules without reason, drills without meanings, writing and feading without imagin
ation, mechanical expression without expression of self, These are "basics'"? Basics
perhape tor turning out a nation cf robots; certainly not for human beings.

The philosopher Ludwig Wittgenstein said, "The limits of my 1anguage maan the

- limits of my world." To employ the mechanics of language without imagination is to

7

limit a person's world to that of |a veritable wasteland, Without ideas and emotions
there is no need for language., Reagan's attack on the '60's approach is justified in
the sense that in its permissive excéeme it is almost as shallow an approach as
Reagan's rigorous drills. The '60's iextreme of disorganized, unrelated, irresponsible
"creativity" without structure restricts the indivigdual to living in a world alone
because he R annot go outside the limits of self to connect himself with others--he
does not poﬂsess the tools for making this connection. Both these paths of extremism
are narrow dnd self-centered. Both destroy. Neither is creative.

Reagan fails in his editorial to reach for the real basic--the basic of human
potential the basic that makes hu ns human. To be human 18 to create. To create 1s
to possess the ability to express pne's self in some concrete form. Creativity is
what keeps humans from being like Malvina Reynolds' "Little Boxes" that all look the
same--or from being one of T.S. Ellot's "Hollow Men'-~-or from being a product of
Aldous Huxley's BRAVE NEW WORLD, :

Creativity 1is what makes a muaical composition different with each person or
group that plays it and brings the music-to life in a new way. It's what makes the
difference between a dimner that i% , matter of consuming calories to keep one from
starvation or a sensory delight to{s&vor and exclaim over and remember. It's what

makes the performance of a dancebyn ‘reative dancer a living experience for thé viewer.
it's what makes the difference between reading a novel imaginatively and merely read-
ing the words because it's a book ev§ryone s talking about. Creativity is what makes
life exciting and mysterious and uﬂp

edictable and wonderful!
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Reagan's editorial speaks in half-truths, as so many other newspapexr items ha
in recent months that are advocating a '"back to the basics" in English aching. Part
of the ability to be créative with language-.is possessing the tools for language . .
creativity. These tools include 1) ‘a"knowledge of and facility with language skills
(or Reagan's "plain old readin' and writin'"), 2) a wide variety .and background of ldife —
‘and‘language experiences, and 3) a great‘deal of exercise in using language ighaginative-
ly. " Before these elements can be put into effect, though, there must be a need or a
desire--a motivating force--to use language in the most effective and creative way
possible.

,  William Faulkner says in his Nobel Prize acceptance speech that an initial require- -
ment for writing well is that the writer must put all fear aside. He says that good
writers, create out of the materials of the human spirit--that they write of the '"prob-
lems of the human heart in conflict with itself''--and that they are motivated to write
out of love, not lust. Superficial reasons or motives do not produce good writing.
Faulkner's dlan vital of the human voice inc¢ludes courage, endurance, responsibility,
and a q%sire to listen and respond solely to the human spirit. )

The creative process is different for each person, but certainly amateurs can
learn by listening to thé professionals. 1In his essay "Zen and the Art of Writing,"
Ray Bradbury describes the technique he uses in the creative process. This process
consists of three parts, but the parts must work together as the parts of an automobile
work together. If one part is not' functioning, the entire mechanism becames crippled.
Bradbury's formula is: Work. Relaxation. Don't Think.

What this means is that first a writer must turn out quantities of writing (in
English classes, include reading and listening and speaking). During this process of
grinding out quantity, the writer learns skills and techniques and constantly searches
for more effective ways to express what he feels. "Not to work is to cease, to tighten
up, become nervous,'" says Bradbury, "and therefore destructive of the creative process."

After a writer has preduced'quanéities of work, his body and brain can work auto-
matically for him. He doesn't have to think about dangling participles, and organizing
a paragraph clearly. He doesn't have to think about where to place a comma .or how to
spell a word. Those procgsses become--out of sheer quantity of practice--largely auto-
matic. The mind can then relax. It's like learning to swim or ride a bike or prepare '
a méal--after concentrating on each particular part of the process, the process eventu- '
ally becomes an automatic whole.

1

When the mind is freed, it can plumb the dépths of its own subconscious and open
itself to input from the outside world. Those things from the subconscious and those
from outside self then begin to bubble and boil and brew up marvelous new concoctions.
Bradbury says, '"What do you think of the world?. . . Let the world burn through you.
Throw the prism light, white hot, on’ paper. * Make your own individual spectroscopic
reading."

Bradbury adds that work in the sense he's using it equals love. This echoes what
Faulkner said about creating out of the materials of the human spirit~--creating out .
of love, not lust. Reagan's editorial completely ignores the reason for good reading

# and good writing. The '60's electives approach neglects how to produce good reading
.and writing. ) )

7
To produce this good reading and good writing, ‘English classroom structure de-
mands some additons to Faulkner's and Bradbury's advice to embryonic writers.
Peachers must work with a number of students who.are not motivated and who are of many
_levels of ability in language use. The logical place .to begin is with a highly moti-
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vated, caring teacher who will consciously go about building an atmosphere that will

~——encourage creative productivity in his students. .

1) The student needs to feel comfortable in his classroom surroundings.

2) The student camnot feel fear of his teacher, his fellow students, or of him-
self.

+ 3) The teacher should help the student feel a reason to read, write, listen,
speak effectively and imaginatively. He should encourage the student to
feel emotion--anger, love, hate, .sorrow, fear, desire--so that he will want
to verbalize that emotion., 1In short, the teacher must try to bring his
students to life or bring life to his students.

4) The student should understand clearly what he is expected to do and how he
is to do it. He can be highly creative within the bounds of a clearly
structured assignment. He needs structure, but he must have freedom to ex-
press himself within that structure. ,

5) The teacher should provide a variety of learning experiences. A student's f
curiosity and desire to express himself should be aroused through exposure i
to a wide variety of ideas and of ways to express reactions to those ideas. |

6) The student deserves an audiénce (besides just the teacher) for his efforts |
with opportunity for feedback. This gives him the incentive to continue to |

grow and to deepen his language creativity. -

; Perhaps none¢ of our students will be William Faulkners or Ray Bradburys, but each
.of them deserves the chance to explore and develop his own unique language potential.

To achieve this goal it is vital to equip students with mechanical skills, but at
the same time it is vital to provide many opportunities to exercise imaginative powers. .
Reagan insists that creative language experiences should be offered only "after the
student has a strong foundation of reading and grammatical writing--not before,"

What Reagan ignores is the fact that by the time a child is three years old, he
generally has a working facility with his language. He also has infinite’buriosity
and an incredible ability to observe the minutest of details and to see things in
completely fresh, original ways. Reagan's system will kill a child's imagination
by threatening him or boring him or confusing him. The '60's system denies him a
system for expression. What the child needs is for someone to provide him with the
language tools he needs to express what his imagination conceives. The tools are,

given to the child when he has a readiness for them.
AN

Good English teachers have provided a full language experience for their students '
in every generation, no matter what current educational fad happens along. Good
English teachers continue to provide a full language experience for their students
within the framework of whatever current system their schools are prescribing.

SHOPTALK: ‘ ,

"I want to see schools begin to serve the needs of society. Ancient Sparta needed

, warriors, Athens needed a sense of the hero, the ancient Hebrews needed knowledge
of the Testament, nineteenth-century Americans needed managers and technicians=--
and. the schools responded beautifully in each case by providing the kind of

“people the society needed. What do we need now? I believe that we need to re-
store faith, honesty, humanity. And I am suggesting in deep seriousness that we
must, in the school, begin to reward these traits as the Spartans rewarded
physical fitness. I want children rank ordered on the basis of humanism as we
rank order on the basis of reading and mathematics. I'm dead serious. When I
was a kid® deportment was always a grade. 1In a funny way I want that, but in-
stead of deportment I want him graded on humanism: How kind is he?: How nur-
turant is he?" (Jerome Kagan, "What Children Can Do," INTELLECTUAL DIGEST,
November 1973, p. 80, reptinted from SATURDAY REVIEW OF EDUCATION)

Qe ;
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“LET'S REVIEW OUR DEDUCTIONS RATHER THAN
RACE TO RETREAT AND ERASE ALL CHOICE" )

[

b Bette Bacon, Westwood High School, Mesa

Oh, that I could supply the panacea for these troubled times, but all I see-is ’j
mounting frustrations and bottles of Excedrin for English teachers. There is enough
evidence gut now to support the conclusion that writing and reading skills, the
basics of most concerm to English teachers, have decreased in the last ten years.
Scholastic Aptitude tests are down about 7% some report. College’Board tests show
a steady decline in the last ten years. Colleges report that Bonehead English is
becoming standard for a majority of freshmen rather than just a few. Even some stu-
dents are complaining thgt they are not adequately prepared for the world's demands.
Public schools are inheriting the problem both because it is within their domain and
because it 1s one of the few places where socilety cgpfstill be heard and invoke a .
change. Within the schools, English teachers are shouldering most of the burden be-
cause writing and reading skills are thought of as their concern alone. Such iso-
lation of the problem is not only illogical, it is panic causing. That plus the
pressure and the unknown of the future merely causes those accused to retreat to a
known formula (basic skills) simply because it is known, not because it is best:
In the race, major questions and alternatives are ignored and choices erased.

Currently, such simplification of the problem seems to fall into this syllogism:
By increasing time, discipline, and emphasis on writing and reading,
basic skills will be adequate.
We have not stressed the basic skills enough in the last ten-years.
Therefore, basic skills have decreased.
Unfortunately, while this may be valid, it is terribly incomplete, Worse yet, it is
not an accurate deduction of what people are really thinking. The following syllo-
glsm cémes closer:
Competency in basic skills makes students disciplined, employable in
better jobs, and fully capable of beating the economic woes of this
decade.
We have not stressed the basic skills enough to make students
competent. i .
Therefore, students are less disciplined, less employable, and less
eapable of avoiding the current economic problems.
Obviously the deduction is faulty, yet many are hoping that it is not. In_effect,
however, English teachers are being asked to solve not only basic skill difficulties
but also the troubles of an entire society. That job.1s not only frustrating but
nearly impossible. Many major questions, or deductions, must be considered by all
of us, teachers, administrators and society, before the decision on returning to the
basics 18 reached.

One of the major quesdiqns ignored by the deduction above is just what is in-
cluded in the return to the basics. It is assumed that we all agree. Nothing could
be further from the truth. Some say that basics includes a study of traditional
grammar, punctuation, capitalization and spelling. Others place emphasis on expos-
itory writing and organization or perhaps writing closer to the style of new jour-
nalism. One need only consult the A paper example in the recent Arizona State Uni-
versity brochure for freshman composition papers to see the change in style from even
ten years ago. Even if all did agree on the teaching of unity, coherence, and order,
for example, we would not all agree on the way it should be taught. Even if parents
were consulted, one would find the same diversification. Obviously we are not all
taking the same path back nor is the destination wgll marked.

A second perplexing question which must be answered is just why are we teaching
- -38- S
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the basies. According to the syllogism of some it is to increase competency with

the language for adequate if not excellent communication. Such a goal is most worthy,
., but it seems that such communication is thought of valuable only in the work world.

i + -Qould it be that we are reducing the high goals of education to the perfection of
mechanics for the job market only? This may well be wrong but cannot be ignored.

Such a reduction really would cheat students and parents out of an education which
has previously provided introductions to great thinkers, new ideas, and disciplined
control of the mind.

< Another major question which must be considered, though it is unpleasant, is
just how many students aret the schools going to educate and how far will these stu-
dents be takén in the system. For many years in this country, schools were designed
for the middle and upper classes. Lower class students were carried only as far as
they could keep pace. As studies showed the beginning disadvantages of this group,
educators spent more effort retaining and training these students. Though this alone
may not have been the cause of the present troubles, it did seem to fill classrooms
with slower moving students who could not be flunked out without the risk of admin-
istrative and parent complaint. To accommodate them, however, teachers often had to
ease standards. Some hoped that individualiged programs would handle this variety
of student ability, but trying to design a program for 150 to 175 students a day be-
came impossible i1f not unrealistic. As standards slipped though, the upper classes
began to place their children in private schools. The low student received more and -
more federal programs. The middle class student seems to have been robbed of the
education that had made the difference to his parents and his parents' friends.

In an effort to correct this problem approximately one third of the states in
the country have started requiring state tests for high school graduation. In the
state of Arizona, students must be reading at a ninth grade level im order to grad- °
uate. The state is also moving toward a similar basic skills test requirement. Un-

. fortunately the major deduction is being avoided. If the test really is the device .
- that stops graduation, then we must adjust to the fact that not every child will '
reach the standard or that the standard will be so easy that the diploma remains
worthless. Even within the classroom, if standards are tightened and maintained,
-students will flunk out. Some parents are going to be both angry and surprised.
Let me assure you such hostility will be readily passed on to the individual teacher.
In addition, less students means less money, and whether or not we like it, this will
affect school business. Many districts now have expensive buildings and faculties
to maintain. «If the student population drops significantly, so dogs the number of
teachers. Obviously this question is a major one of edughtional philosophy. It is
also one that should be discussed by schools and society| Just-teaching the basics
will not solve this, nor hide it for long. -

Still another question which should be considered is who is going to lead the
people through this problem. Part of the blame throwing has occurred because of the
leadership problem. For years schools have been the "litmus paper' of socilety. It
is rather humorous that when schools, particularly English departments, have tried
so hard to adapt to a changing, highly diversified soclety they would be accused of

“ doing it incorrectly. Unfortunately the problem is that soclety doesn't know where
it 18 headed either. Let's face it: speeding technology has us all guessing. My.

concern 18, that as 'a group we honestly deal with it rather than ignore it.

This, of course, nips at the edge of a most pressing question which is just how
valuable will reading and writing be in the future. 1In effect, one must evaluate the
impact of media and technology on this society. Admittedly, this is a difficult
question, but it must be answered. For some time Marshall McLuhan, to name only one,
has said that books and reading will become obsolete in the future. Information will
be transferred more visually and orally., Eric Segal recently expressed the similar
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view that whether or not we like 1t, reading and writing will become a skill of the
elite only in the future. This may not be true, but' teachers and socilety must deal
with the facts that children watch television on an average of three hours a day and
that many parents as well obtain much 1f not most of their news and other information
from the television. Some teachers thought possibly these men were right and they
began to teach critical thinking and analysis of film and television. Believe me,
they were not showing films for fun. If this analysis 1s corr t, however, having
English teachers return to the teaching of the basics will most' likely increase the
cries of irrelevant. If the progno$ticators are wrong, we must still evaluate the
impact of the media on this soeiety, and English teachers must enlist the help of
businessmen, colleges, parents and other. teachers to help stress the importance of
clear writing. They cannot do 1t alone.

The last major deduction that must be considered is that because of the trouble
now, the ideas of the last ten years, including the elective system, must be all
wrong. While there are grounds for complaint, it seems many are overlooking the
good points of the elective system in particularl and conveniently forgetting the

; complaints against the older system. 1In any case, it will be hard for the public to
»receive accurate information because the trend has swayed reporters as well. Trad-
itional schools are now in amd alternative schools are out. Honest evaluation is
difticult

One of the very valuable pluses of the elective system is the -element of choice.
Students seem more content choosing their classes, and different student abilities
are more easily handled with less stigma than in the traditional system because of
the choice available. 1t seems particularly that in this time of great question and -
diversity that some choice should still be provided for students, parents and teachers.
Perhaps a blend of the more traditional approach and the elective approach is still

. possible. The blend here proposed may not startle a soul. Worse yet, it might not
work. It is hoped that it might buy some time for reviewing our logic while allow-
ing choice and improving skills. )

. . i

The suggestion is to require credits of composition, literature, and perhaps

reading but allow a selection of courses to meet the requirement. For example, stu-

dents would be required to obtain one full credit of composition, % credit of liter-
ature and % credit of reading plus an additional one credit of English electives.

Each student would take a ninth grade proficiency test and based on those scores,

parents and students would be counseled on the best courses to take out of the se-
lection. When he took the courses, however, "'would be up to the parent and teacher
and student as long as two composition classes were not scheduled E’ncurrently Be-~-
low are the possible composition classes. They are in more detalil than the others
because it seems more departments have deficiencies here than in reading or 1liter-
ature. Any two classes could be chosen from the list belowj however it would not be
wise to jump from Fundamental English to Advanced Composition. Recommended pairs
would be established.

1. Fundamental English - 1 .semester. This course would include the study of
the eight parts of speech and their use in the sentence, punctuation, cap-
italization, spelling and some sentence structure.

2. Grammar and Usage - l' semester. This course would’be an in depth study of
parts of speech, phrases, clauses, etc., in addition to usage and.sentence
structure.

3. Composition I - Elementary Composition - 1 gemester. This course 1s de-
signed to cover sentence structure and emphasis, gpelling rules, punctua-
tion and capitalization review, and some paragraphing.

4, ‘Composition II - Intermediate Composition - 1 semester. This course is
designed to teach essentially paragraphing and the five paragraph theme.

It would also review briefly sentence structure and add vocahulary study.
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5. Composition III - Advanced Composition - 1 semester. This course would
include various theme- organizations, structure, emphasis, vocabulary and
other polishing techniques.

6. Practical English - 1 semester. This course would’/include letter writing,
report writing, summaries, precis as well as ele€mentary punctuation,
spelling, capitalization and vocabulary study. :

° 7. Research Paper and Critical Reviewing - 1 semester. This course would

' 1 include the mechanics of writing research papers and critical reviews
and the necessary writing skills to accomplish these. )

. According to test scores and ninth grade English teacher recommendation, students
could start with Composition II and move to Composition III or they could take
Grammar and Usage and move to Composition III according to their skill. Departments
may want to structure lines of movement more strictly.

The reading classes in many schools are being handled by separate reading de-

partments, however, the following classes might work as an English requirement.

1. Basic Reading - 1 semester (could be repeated). This class is for the
slow reader who needs extensive help.

2. Reading Techniques ~ 1 semester. This course would be for the average
or slightly below average reader who wants to increase his speed and
comprehension.

3. Speed Reading - 1 semester. This course is for the average to good
reader who wants to increase his speed and vocabulary.

4. ,College Prep Reading -~ 1 semester. This course is for the good reader
who wants to increase his speed, reading level, comprehension, and
vocabulary,

i The literature courses are purposely brief because most departments already L
have classes similar to these in existence. The % credit requirement does not seem
adequate but other literature classes could be offered on a rotating basis for stu-~

- dents to select theilr final credit.

1. Basic Literary Study ~ nine weeks. This cour‘e would include a study of
literary terminology and genre study with 1itjpature adaptable for slower
students. ) _

2. Elements of Literature - nine weeks. This course would include detailed
study of literary terminology and genre study with some emphasis on

v critical reviewing.

/ 3. Historical Literary Qverview ~ one semester. This speed course would

trace the major trends of each century of literature with accompanying
study of one or two.literary men from each century. Admittedly it is
a crash course but it would provide a body of names and ideas for a
majority of students.

4. American Literature - one semester. This course would include the

material traditionally included in American literature courses.

5. English Literature - one semester. This course would be similar to

the older traditional senior English course.

6. World Literature - one semester. This course again would include con- ia

tent#® similar to the more traditional sophomore literature course. !

@
o

In order to accommodate these selections, the rest of the elective courses would
have to be cut into thirds perhaps and offered on a rotating basis. Care should be
: taken to make the difference between the courses definite and to avoid scheduling all
writing classes in the fall and all electives in the spring. Tf teachers have too
many writing classes they die from too many papers. If too many electives , they wilt
under too many preparations,

Obviously this is not utopia, It is not an answer to the questions raised in
this paper, What it hopefully provides is some time for society to.consider its logic,

ts syllogisms before racing to the basics -
o %Erelg gL Do [are rac] ng t asic nnd erasing all other cholces, I mos? sin
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- "THE BASICS' IN ENGLISH GRAMMAR
Ronald R. Butters, Duke University

The call for !'the basics' has now penetrated the popular press: 'By the time
they [pur students/ reach college, the professors complain, it is almost too late to
help them. The breakdown in writing has been in the making for years, they say, and
the .causes for it . . . /include/ inadequate grounding in the basics of syntax, struc~
ture and style . . ." So says Merrill Sheils, "Why Johnny Can't Write,'" NEWSWEEK,
December 8, 1975, p. 59. .

Never mind that the "basics' of punctuation used to require a comma before the
word and in a series such as "syntdx, structure and style." Never mind that the
most elementary rules of good writing prohibit breezy generalizations (p. 58: "If
your children are attending college, the chances are that when they graduate they
will be unable to write ordinary, expository English with any real degree of struc-
ture and lucidity") and naive, half-true, glib oversimplifications (p. 60: '"Writing
is far less important than speech, the structural linguists proclaim, because only
about 4 percent of the world's languages have a written form"). Ms. Shiels is vague
about what the "basics" are (though "diagraming sentences" is mentioned a lot in her
article), but she is all for_the "basics'"--and against "the creative echoole“ "gtruc-
tural linguists,' and "find/ing/ ourselves back in Babel."

Whatever in the world is going on here™ Ms. Shiels ig responding to what is
generally-acknowledged: American students today do not seem to be‘able to write as
well as they could ten or fifteen years ago. Culprits, therefore, must be found--
demons exorcized, wounds lanced--so that we can return to earlier years of '"basic"

purity. . +

In passing, it is perhaps worth pointing out that the usual causes to which the
somewhat disturbing decline in student writing abilities is attributed are not unique -
to the 1970's. Our present college freshmen, for example, have probably watched no
more television during their 1lives than had their counterparts ten or even fifteen
years ago. Also, the influence of theoretical linguistics has been great for over

 a generation. ''Creative writing" has likewise been with us for at least the twenty
years since this writer was in high school; whether or not it is more pervasive to-
day is subject for hard investigation. This is not to say that any decline in writ-
ing ability should not be viewed with alarm, nor that some of the explanation may
not lie in, say, a decline in the number of words young people read per weak, or in
the number of argumentative essays that students are asked to write per semester==-
both of which, it seems clear, could affect writing quality. But how great the de-
cline really is, and what the true causes may be, can really only be assessed by
dispassionate, objective analysis, and not by hysterically charging back to 'basics"
which we do not define, and which, ironically, may never have been there in the first

lace.
P -
I propose here, then, not a debate about the good old days of English education
vs. the mechanized, Philistine, effete present, but rather, with respect to grammar, "

a discussion of what "the basics'" might mean today=--or rather, what one might hope
the phrase means if our schools are to do their job properly. »

Basics in grammar, first of all, should mean knowledge of a set of technical
terminology which has been a part of education for centuries: nouns, verbs, adjec-
tives, adverbs, relative clauses, etc. In addition, the fundamental grammatical
processes of the language, technically known today as grammatical transformations,
would seem 'basic" by an reasonable definition. These are such processes as may for
example define synonymy (John saw the dog = The dog was seen by John = It was the
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dog that John gaw, etc.) and ambiguity (The lion turned on the girl). WNo one would
dream of trying to teach chemistry without teaching the vecabulary of the elements
and the processes by which they are compounded. No one would think of trying to
teach carpentry without teaching the differences among types of woods, and among the
various kinds of saws. So, too, are the technical aspects of grammar vital to the
teaching of mechanics and style in writing.

If our schoolsgrre indeed not teaching basics in this sense with the insistence
of thirty years ago® then reform is needed. Ms. Shiels implies in part that teachers,
infected by the '"creative school,' have lately been interested mainly in entertaining
students in the English class; since the nuts and bolts of English can be tedious,
they are better off ignored, with the hope that students will somehow fill in with
intuition. This is certainly an oversimplification, but to the extent that such an
attitude may be current, it needs to be corrected. Creative writing certainly has a
place in the secondary school curriculum, especially as a means of interesting stu-
dents in writing at all. But it is not "basilc" in the sense that grammar is. T}t
certainly should not replace the rest of the curriculum. s

N Ms. €hiels' other villain, the "structural linguist,'" may also come in for some
criticism here, though not for the reasons given in NEWSWEEK, and mostly not because

the linguists were wrong, but because they have been misinterpreted by educationalists.

American linguistics of the 1940's and 1950's, heavily anthropologlcal in orientation,
was faced with the task of writing grammars for very exotic languages with structures
which, on the surface, seemed very different from each other, and from the Indo~Euro-
pean languages of our own grammatical heritage. Careful to meet each new culture on
its own terms, anthropological linguists were in theory loath to use the traditilonal
grammatical vocabulary originally developed to describe Greek and Latin. Indeed,

some linguists (mistakenly, I believe) felt that vocabulary to be inadequate even for
the description of English. Educators may th®Pefore have erroneously concluded that

linguists were saying that grammar itself was unimportant, and could safely be ignored.

rd

Happily, current trends in lidguistics lead directly away from such a conclusion.
Transformational grammar, as developed in the work of Noam Chomsky and his followers,
is firmly grounded in traditional grammar, and unabashedly incorporates traditional
vycabulary--in contrast with the structugalist approach--while adding greatly to our
movledge of the syntactic structure of the language. One cdn no longer turn even
mistakenly to linguists for support for the view that the study of grammar is un-
necessary. This is not to say that the teaching of "basic'" grammar will in and of
itself somehow make students better writers. For one thing, there are other skills,
gsuch as organization and logle, which are also basic to good writing, but which have
little or nothing to do with grammar. Rather, grammar affords the vocabulary for
the discussgion of such mechanical problems gé\iunctuation, agreement, misplaced mod-
ifiers, etc., which students today seem to havk such difficulty with. The same vo-
cabulary, too, is lmportant in teaching the elements of style. 1In addition, it
should be noted, modern linguilstics offers analysis of the sound structure of English
which 1s of great help in teaching spelling.

But the basies in grammar must go beyond the level of mere facts about linguis-
tie structure, impeortant as the subject is. Students must come to understand, as a
fundamental part of a grammatical education, the social meaning of grammar. Here,
the insights of modern linguistics are of enormous importance--if, sadly, much mis-
understood in the popular wind and the popular press. '"Good" grammar, the linguist
tells us, 18 relative. Standard American English in its written form is one dialect
ameng many, each of which is valild within ite own sphere, and most of which are of
equal communicative power, glven the vocabulary necessary. This is not what it is
taken over and over to mean: that the Btude?t need not learn what 1s acceptable
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and unacceptable according to the standards of formal writing and speaking. The
fact that Standard English is what it is is arbitrary, an historical accldent; that
does not make it unimportant. On the contrary, it is vital that students understand
‘the social reality of dialect use; it is just that the linguist would have us tell
them about the why as well as the what. Standard English does not permit the stu-
dent to write He sick or He be sick, and it shows a preference against such con-
structions as The President wanted to know did the Rugsians lie. Speakers of many
colloquial dialects of English, however, would find He is sick or even He's gick
stiff and stilted (even as for all speakers does the pronunciation of the t in the
phrase concepts seem seem artificial). And there are speakers for whom The President .
wanted to know whether the Russians lied or pot is very foreign. The student needs

to know both kinds of English, and it should make the distinctions easier to learn=--

and be less demeaning!--if the teacher also points out that both dialects have long

and honorable histories, that the colloquial form may sometimes be more subtle than

the Standard form (and vice versa), and that what is not possible in Standard English |
(He sick) is nonetheless required in Standard Russian.

It 1s true that there are those who would go farther, who see Standard English
as a racist conspiracy, and who,assert that everyone has a basic "right" to his own
dialect in every possible circumstance. Such a view is correct only in the sgense
that we each have the right to go naked in every possible circumstance, or to speak
Swedish in every possible circumstance--we can do it, but we must be willing to ac-
cept the inevitable social consequences. It is surely the duty of the teacher, as a
part of basic English education, to make clear what the social consequences of var-
ious kinds of language will be. This seems just as true today for black students as
it was for previous generations of, say, Swedes, or East European Jews.

Basics, then, in grammar should include traditional vocabulary, phrased as often
as possible within the framework of modern grammatical (1.e. transformational) theory,
and coupled with a fundamental grounding in the social uses of language. The temp-
tation is overwhelming to add a third element to "basic" grammar: the teaching of .
modern linguistic theory for its own sake, divorced from the practical concern of
improved writing. The student who takes chemistry may be a better cook for it; later,
he or she may be a better doctor for it; still, in high school, chemistry (or any
subject) must be taught in part as of interest in and of itself. The case of lin-
guistics is no different. The student may communicate better as the result of study-
ing linguistics; later, he or she may be a better anthropologist or psychologist or
teacher for it; but, viewed in the light of the goals of liberal education--learning
for its own sake--modern grammatical theory has much to offer. It is an exciting
and rewarding pursuit in 1its own right. Our faculty of language is an intrinsic
part of what it is that wakes us human--that distinguishes us from other creatures.

The study of linguistics, then, 18 surely "basic" in the profoundest of senses.

Are we teaching the basics? If our students are not being given the opportunity
to study their language in the senses that I have described, then we are not. Aca-
demic and political fashions come and go, and sometimes in their extreme forms they
obscure the fundamental truths. Still, one suspects that "basics" in grammar as
outlined above have pretty much always been--and still are--the subject matter for - .
most of ust An emotional trip back to basics that never existed, wiping out the
advances that modern linguistic theory has afforded us, would be a sad and ironic
blunder. -

!
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BASICS: "A RE-DEFINITIQN . /
Lee Odell, State University of New York at .Buffalo

It's really tempting to try to avoid discussions of basics. The term tends to

come up in all sorts of unpleasant contexts, such as noisy schoolboard meetings where
- irate citizens insist that school taxes wouldn't have to be raised if only the schools

would cut out the frills and nonsense and get back to teaching "basics." And besides,

the notion is so, well, elementary. Every teacher, every methods text, has a defin-
. ition. Basics means reading, writing, speaking, and listening. It means learning to
spell and punctuate correctly and learning to distinguish between infer/imply and
affect/effect. Basics means those things thatcan be labelled and measured So unambig-
uously that a cost accountant for the school board will agree that something really is
going on in the classroom, _

Each of these definitions has its uses, each helps meet increasing public demand
that schools "return .to teaching basics." But I would like to argue for a new under- .
standing of the term, one that allows us to function in ways that are not possible
with any of the definitions I've referred to. To get at this new, understanding, con-
sider ways teachers and prospective teachers tend to respond to<;Ae following short
pleces of student writing from a tenth grade class that had been studying parliamen=
tary procedure. Students were answering the "essay" exam questions''Rule by the
majority is not always best.' Tell whether you agree or disagree with this statement
and why,"
Damon: I agree because not always is majority vote best. Look at our 13 colo-
nies that started from minority. .
Twig: The majority is quite often wrong. Because the majority has more than
. . 1/2 the people for them, they rule. Say out of 100 people 51 are for
- alr pollution and 49 are against. So the air is polluted heavily and
the 49 who voted against have to suffer because two more people wanted
: air pollution. This is an exaggeration, but it does prove majority :
rule is not always best, -
Larry: a., I think the majoritty should rule But the rights of the mainority.
" should be protected no matter what happens. ‘ )
b. The majortty rules, but the minority should have there say about
the motion.
c. Also the rule by the majorty is best because that's what more pepol
want, but you should protecte the minorty again.

Initial reaction to these three pieces is fairly predictable. Twig strikes many
people as something of a, smart aleck (his example 1s, after all, pretty far-fetched).
People are generally annoyed by Damon's superficiality and are sometimes irritated, ¢
sometimes -amused at Larry's failure to answer the question. In trying to explain their
reactions, teachers begin to make a somewhat different sort of observation. They
point out that Damon cites only a single, highly ambiguous piece of evidence in support
of his point. Moreover, he assumes that his position is so obviously true that it
needs no explanation. Twig, on the other hand, tries to justify his assertion by set- ¢
ting up an imaginary hypothetical situation and even acknowledges (''This is an exagger-
ation, . .") a possible weakness in his argument. Despite his listing of points a.,
b., and c., Larry takes no position at all. "X is true," he says in each of his three
statements. "But Y is also true." He doesn't even use a subordinate conjunction
. (although X is true, Y is also true) which might emphasize and, hence, imply a prefer-

ence for one of the two assertions.

In‘these comments, it seems to me, teachers are getting away from their own
reaction to the boys and aré beginning to talk about what the boys are doing intel-




lectually, how their minds are working. It is, of course, dangerous to try to conclude

too much from a single pilece of writing. I use these three pleces because they do,

in fact, epitomize the work of the three boys. In oral reports, other written work,

even in conversations with classmates, Larry typically avoids taking a stand, especial-

ly 1f it means giving offense; as a rule, he equivocates, immediately backing away

from any position that omeoﬁg questions. Twig is nearly always much more venture- .

some. He customarily ‘takes a very definite stand, which he often supports with hypo-

thetical examples and is usually alert to weaknesses in his own or others' arguments,

Damon frequently assumes that his ‘observations are self-evidently true and that his

audience 1s able (and willing) to fill in the necesgsary reasoning and information to
. make his comments seem valid.

My reading of work done by these three boys and a number of other students in

public school and college leads me to make two assumptions: ’

l. We can make reasonable inferences about the way people's minds work when

they use language; we can gain insight into some of the mental processes people

use in formulating and expressing fdeas and feelings.

2 These processes are important in every language act. They can guide one's

efforts to write a poem, watch a movie, communicate with a friend, as well as

one's attempt to read a novel or write an essay. '
To pursue a re-definition of basics, I need to make three further assumptions:

1. 1If we are to try to improve the tenth graders' (or anyone's) ability to read

or write or speak or listen, we will have to work not just on problems of de-

coding or encoding language but on the mental (cognitive and affective) process-
es that underly language.

2. These processes are the basics with which we ought to be concerned. Surface
features of language (e.g., Larry's syntax and spelling) are subordinate to the
processes that generate language. Unless students are making some use of the
processes T shall describe in the rest of this paper, there is 1little chance
that they will have anything to say that deserves careful punctuation or correct
spelling. Their reading will likely be little more than phonetiec decoding of -
a text.

3. A background in literatute, which most of us have, does not prepare us to
define these processes very rigorously. If we are to understand and use them
effectively, we shall have to draw upon ideas from rhetoric, linguistics, and

psychology.

Limitations of space make it impossible to accompany this re-definition with
specific teaching suggestions. For practical applications of the theory I shall
describe, see the annotated bibliography at the end of this article. My hope 1s that
this article will provide theoretical coherence for a rich diversity of effective
teaching practices that are now available.

For a long time, rhetoricians have felt that writing well requires us to be sure
of what Wayne Booth calls our "rhetorical stance.," That is, good writing is most
likely to come about when the writer has a sense of his own ildentity or persona,
thinks critically and imaginatively about this subject, and understands the audience
he is addressing. Conventionally, rhetoricians have restricted their discussions of .
speaker, audience and subject to analyses of argumentative and expository prose. But
in THE RHETORIC OF FICTION, Booth has shown that much progse fiction contains calculated,
recognizable appeals to the reader/audience. And Stephen Dunning, in TEACHING LITERA- -
TURE TO ADOLESCENTS: POETRY, has argued that part of the effectivenes of some poems
comes from the writer's ability to create a distinctive persona or voice.
With the encouragement implicit in Booth's and Dunning's arguments, we caﬂ go one
step further: the concepts gspeaker, subject, and audience are basic to every languag-
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ing situation. Whether we are reading a novel or play, writing an essay or a poem,
talking to ourselves or a huge audience, listening to a song or a lecture, we are
‘doing one of these things: ~ ’

1. trying to understand the speaker, deciding what sort of person we are seeing/

hearing or (1f we are the author) deciding what sort of persana we are/wish to

create;

2, thinking about a subject (whether an abstract idea, an emotion, a brief
sensation), trying to get our own thoughts straight, or trying to understand
someone elses' thoughts; .

3. understanding our audience, deciding what we can/can't assume about the
people we're addressing, or trying to see what somebody else assumes about an
audience.

This reference to rhetoric begins our re-definition of basics; it takes us beyond
a specific use of language (a poem, a letter,.a speech) and focuses our attention on
processes which generate that language. But it doesa't go far enough, It doesn't
tell us precisely what we need to do in order, say, to examine our ideas about a sub-
ject. It doesn't explain the processes that are involved in trying to understand or
create a persona. To get at these, we shall have to draw upon the theory of linguist
Kenneth Pike and psychologist Jean Piaget.

In his attempt to devise ways to think about language, Pike has described a set
of processes that may be, in his words, some of the "characteristics of rationality
itself." That is, he seems to have identified some of the things we do intellectually
and emotionally when we "think." Pike does not claim to have descriled every mental
process. Nor does he try to reduce the complexity of our minds to the neat sets of
operations that enable us to solve, for example, simple math problems. Indeed, an
important part of our thinking--call it inspiration, intuition, or whateGer--may al-
ways be a mystery. But Pike does argue that when we think, we have to engage in
several mental activities.

The first of these mental aé¢tivities has to do with segmenting and focusing,
activities that are apparent in almost any television program or motion picture. The
film BLOW-UP provides a memorable example. Early in the movie, a photographer develops
some pictures he has taken in a park near his home. He happens to notice that one of °
these pictures shows a small, unidentifiable but intriguing object. He blows-up the
picture several times, each time focusing on a smaller and smaller segment of the
entire scene. Finally, by magnifying a tiny portion of the original picture, he 1is
able to see that %Fe object is a human body, almost completely covered by leaves and
bushes. .

The photographer's ability to focus on a minute detail lets him perform several
additional operations which Pike describes. Having zeroved in on one aspect of a
scene, he is able to contrast the object, say what it is mot. It is not a mannequin;
it is nicely dressed and, hence, not the body of a vagrant; it appears to have been
deliberately hidden, so it 1s probably not the body of a casual park visitor who suf-
fered a stroke or accidental death. The photographer is also able to classify the
body. Given the contrasts cited above, the labels "wealthy person' and "murder victim"
come to mind. Moreover, the photographer can make certain observations about -change--
especially about those changes that, in tlils case, have not taken place. The body
is not decomposed, clothes are still intact, the victim's watch and ring have not been
removed. These observations lead to one further operation; they help lbocate the body
in a_time sequence. It can't have been théere long; otherwise it would have changed
drastically. :

The photographer's close examination of his picture gives him enough information
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to go to the police. But before he can do so, his studio is burglarized and all his
pictures are stolen--all except the one blow-up of the tiny detail from the original.

On the basis of this one plcture, he can perform almost all the operations Pike dis-
cusses. Helgan classify the object, say how it differs from roughly comparable items,
locate it in a*¢ime sequence, and note the extent to which it has and has not changed.
But there 1s one operation he cannot pérform He can't locate the picture in a physical
context. With only one detail, he can't prove; that the body appeared where he said it~
did, and, for purposes of a police investigation, the previous observations become

useless. (Of course, when the photographer returns to the park to verify his dis-
covery, the body is gone,)

This very brief discussion of Pike's theory helps solve the problem I mentioned
earlier; it lets us identify gome of the knowable mental operations that constitute
thinking. But there 1s one f§rther problem; the theory described thus far provides
no sense of direction, gives Uds no way to make value judgments about the way people
engage in the activity suggested by rhetoric and by Pike's theory. The following
letter to a newspaper illustrates this problem.

To the University of ﬂichigan--so call Student body.

What, if I may ask as a tax payer and a person who pays taxes to support a

bunch of Hoods, beer slops, punks, and you name it U. of M. has it including

the commie Profs.

I put (3) three sons through college and not one is a bunch of pigs like you

birds. . .(rather, they are) men with good honest jobs, homes, and families.

1f even one of my son's had come home and said he was going to burn his draft
card, I would have took him apart pilece by plece, then stick him back together
and he would have been glad to enlist then, and I would not have cared if he
ever came back.

Without seeming too much like sophists, we can argue that this-letter is in some
ways a very effective bit of language. The writer has created a very distinct persona.
And he apparently has used some of the operations Pike describes: he contrasts his
sons with his readers (not one is a bunch of pigs like you birds); he classifies them
(men with good honest jobs, homes and families); and he hypothesizes a sequence of
events that would follow if one of his sons burned his draft card. But insofar as
this letter really does reflect the way the writer's mind -works, it would be hard to
argue that this man can function well--define wéll as you wish: humanely, analyti-
cally, imaginatively--in many language situations. He is unable (unwilling?) to do
several things that would allow him to understand others' language or express himself
very fully.

For one thing, perhaps because he focuses so extensively on himself, he doesn't
consider, let alone try to think from, other people's perspectives; he makes no ref-
erences to his son'!s possible thoughts, feelings, or values as he explains what he
would do if one of his.sons burned a draft card. I seriously doubt that he could think
and act (e.g., role play) from the perspective of someone significantly different
from himself. Consequently, I suspect that he can "hear" only a very limited range
of voices; whether he's reading a story, watching amovie or television program, listen-
ing to a speech, there may be a lot that just doesn't make sense--partly because he
doesn't seem able to understand a perspective different from his own. Moreover, when
he speaks--or, less frequently, writes--he can assume only a very limited number of
voices, he can only create one kind of persona.

Second, he has trouble looking beyond the immediate physical circumstances in
which he finds himself; he has difficulty projecting himself into unfamiliar circum-
stances, whether factual or hypothetical. He does hypothesize one sequence of events:
"1f even one of my son's had come home and said he was going to burn his draft card

."  But his hypothetical anger at his sons is prompted by a single physical act,
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burning a draft card. The writerfdees not consider what series of events or what sets-
of values might have led up to the act and made it comprehensible if not admirable.

Third, he severely limits his use of the operations Pike describes. He does
point out contrasts, but only one kind: the contrasts between what he values and what
is or might be going on in the University community. Certain kinds of contrasts,
(potential differences among prdfessers, among his sons, between his sons and himself)
simply are not considered. And when he fantasizes a sequence of events (". . .I would
have took him apart piece by piece. . .!") he creates only one kind of sequence; he
does not (cannot? is afraid to?) speculate as to alternative courses of action.

. Finally, he doesn't attempt to examine and justify his reactions. Apparently
there is just one way to think and feel--his way--and it is absolutely right. Thus
he doesn't need to defend his argument or look for limitations, incongruities within
it. " In this he reminds me of some sixth graders talking about advertising. When
asked to describe their favorite TV commercials they did so with considerable enthu-
siasm. But when asked why they liked those commercials, they foundered: "Because
they 're good," 'Well, why are they good?" '"Because they are, that's all," Same
problem with the commercials they didn't like. "Why don't you like them?" '"Because
they 'icky.'" '"Why do you say they're icky?" Annoyed silence. They had no idea of
how they could justify their value judgments. Indeed, some Sseemed to have the idea
that they were simply reporting fact, not asserting a debatable point, ’

I have spent so much time on the letter writer, because he helps explain the
theory that will provide the sense of direction I mentioned earlier. He 13 a perfect
example of what Piaget refers to as egocentric behavior, Piaget, of course, js talk-
king about the way infants and children behave while they're still pretty much the
center of their universe, before they've had to encounter the fact that the world con-
tains others with significantly different views and needs that must somehow be gccom-
modated. For Plaget, the process of development is one of decentering, i.e., learning
to do some of the things the letter writer doesn't do. One grows intellectually and
emotionally as he learns to think from different perspactives and examine his own
ideas and feelings. Plaget doesn't claim that anyone could become cempletely decen-
tered. Nor does he preclude the $ossibility that one might choose to adopt an ego-
centric attitude tor some spécific purpose. But his theory does help identify some
of the qualities of matur® thought and, consequently, completes my re-definition of

"basics. To speak, listen, read, or compose effectively, one must have certain basic

abilities., One must be able to:
1. Perform certain rhetorical acts, i.e., .
4. create a persona and understand the persona that someone “else (a poet,
a friend, a film maker, an essayist) has created;
b. appeal to an audience (whether through visual images, spoken language,
non-verbal language, or wtitten language) and understand the audience appeals
other people create; ?,
c. think eritically and imaginatively about a subject and understand others®
efforts to think about a subject;
2. Use the intellectual strategles described by Pike in performing these
activities;
3. Learn to use ghese strategies in an increasingly decentered way.
My argument is that reading, writing,llisténing, and speaking are not the basics of
a language arts program or of the languaging process. They are manifestations of a
set of intellectual processes described by.Booth, Pike, ‘and.Piaget. These precesses -
are the basics that students must master. pecific language arts assignments are means
of working toward that mastery. . }

Early in this article, } claimed that a re-definition of basics would let English
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teachers do some things that current definitions do not. Before trying to make good
on this claim, I have to acknowledge something that my re-definition does not seem to
do. It does not appear to speak to the present concern with syntax, mechanic¢s, usage-- .
all the diverse topics that are often lumped under the widely but carelessly used term
grammar. For some readers--gspecially those of my generation, whose high school in-
struction in English consisted largely of the study of grammar--this appearance may be

" a major problem. It may seem as though I am saying grammar is unimportant. That is
not my intent. At the late stages of the composing process, after we have carefully
worked out our 'rhetorical stance," attention to "grammar " can help us make sure our )
ideas about.a subject are not obscured by tneptitude, that the features of written «
language enhance rather than undermine the speaker-audience relation we are trying to
establish. But I do mean tq argue that conscious knowledge of the rules and termin-
ology of grammar is not basic. It does not help students engage in the intellectual
and emotional processes that are prerequisite to effective, mature communication. )

If we see our primary goal as helping students improve their ability to use these
processes, both we and our students benefit in several ways. First, we can unify the
diverse activities of the English classroom. 1In place of treating film, poetry, and
essay writing as entirely separate, unrelated subjects, we help students see, for ex-
ample, how the notion of persona applies to each medium. And we can help students
grasp the uniqueness of various media as they see each medium using contrast, etc., in
slightly different ways to create a persona, appeal to an audience, or examine a sub-
ject. . .

Second, the re-definition I'm proposing will help us to find some unity in what
appears to be chaotic diversity. To see what I mean here, consider one more letter,
this one written by the central character in John Ma}quand's novel THE IATE GEORGE
APLEY: . : T
Dear John: I suppose a father always writes advice to his son ‘upon the important :
moment of his entering college and I am no exception. A large part of your future
life will bé influenced by what you do this next year. The habits and ties you N
form will be with you always. At least, they have been with me, and I want you to
do the right thing. There is a great deal of talk about democracy. I thought
there was something in it once but now I am not so sure. You cannot be teo careful
to select friénds who have the same bringing-up as your own, and I want your friends
to be my friends. You must bring them around to Beacon Street as much as possible
on Saturdays and Sundays. Besides helping yourself, this will also be a great help
to Eleanor and I am sure we can all enjoy ourselves a great deal. :
Sometimes. it seems to me that yqu are reticent in talking to your parents. You
are making a great mistake, John, for I really think that I could be a good deal
of help to you. I am still quite well-known around the Club, you know, and wour
first object must be to "make'" the Club. I believe that everything else, even
including your studies, should be secondary to this. You may call this a piece of
worldly counsel but it is worth while. I domn't know what I should have dome in
life without the club/ When I leave Bosten it is my shield. When I am in Boston
it is one of my great'diversions. The best people are always in it, the sort that
you will understand and like. I once tried to understand a number of other people,
but I am not so sure now that it was not a waste of time. Your own sort are the .
best friends and you will do well not to forget it, .
At first glance, George Apley appears to have absolutely nothing in common with our
"taxpayer and a person who pays taxes,'" His syntax is not garbled, he doesn't use .
slang, he doesn't make mechanical errors. But in important ways George is very much
like the taxpayer: he divides the world into two distinct groups (those who belong’
to the club and those who don't); he virtually ignores his son's feelings, interests,
values; he tries to resolve a complex problem (the son's attempt to decide how he will’
act, what his values will be) throug@ a relatively simple overt act: he seems to

assume. that his pronouncement of his values will end the problem.
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In almost any class of thirtsttudents we will find differences at least as pro-
found as those between George and the taxpayer. Yet, by identifying the mental proces-
ses that underly specific uses of language, we can find similarities where none had
appeared and set up goals which will be equally valid for different individuals.,

Fimally, by re-defining basics in the way I have suggested, we can meet a funda-
mental obligation to our students, to concerned citizens who attend school board meet-
ings, and to ourselves. No matter what people read, they need to be able to under-
stand how a writer is ¢reating his or her subject. No matter what people compose =~or
what medium they compose in--they must be able to consider what their audience will
need to know or experience in order to camprehend a message. No matter what sort of
discussion people have, they need to be sensitive to the sort of persona they are pro-
jecting. Given these needs, our re-definitiofi seems especially important since it
lets us relate the study of English to what goes on in the rest of students' lives;
in place of learning skills that seem to pertain solely to the reading of, sdy, poetry,
students will be learning operations that they have to use all the timés in every —
languaging situation. We will, in short, be able to get away from the narrow, simple-
minded pursuit of relevance that leads us to assimilate every passing fad into our
classes. - We can be relevant in the most profound sense: we will contribute to stu-
dents' ability to use language effectively--not only in the English classroom but in

; every area of their experience. And we just might contribute to our own sense of
" well-being the next time we have to sit through a noisy sthool board imeeting.
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. HUMANITIES -~ BASIC TO TO%%L EDUCATION

s

Martha P. Bfincklow, Dunedin High School, Dunedin, Florida

"BACK TO THE BASICS!" With more and more emphasis the drive is on for school
systems to stress the teaching of skills in the language darts. Community leaders and
legislative forces demand that educators implement plans, to further student achievement
in the verbal areas -- reading and writing -~ and to emphasize their promotion in the
curriculum. Educators, too, are well aware of the growing deficiencies in verbal
achievement and are seeking ways to counteract the weakness in these areas. However, -
at the same time, it is important that both educators and community leaders encourage
development in other areas which are basic to student needs, areas that are just as
important in the total development of the student -~ the knowledge of .content in the
areas of general and particular interest and the strategies that aid the student in
developing his own value system, assist him in setting his own goals, and help him
observe relationships between these and the contemporary world.

In determining the areas of study which are basic to the curriculum, one should
include interdisciplinary humanities, a course that is essentlally as  important as the
development of the skills of reading, writing, and mathematics in the total program.
The study of humanities promotes sequential progress in exposing the student to areas
of awareness which sharpen his sense responses, harness these sensitivities, and help
establish ways of exploring values in the world he knows and will know throughout his
life. This necessitates skill development in non-verbal communication as well as ex-
tension and reinforcement of the verbal proficiencies. It is through the humanities
that one can teach the universal values conducive to man's survival, can examine
solutions to his crises, can explore the creative and imaginative efforts that reflect
all facets of life, and can:enable the student to become aware of his own worth as an
individual. It is through the study of humanities that all can examine the lifestyles,
events, and efforts of yesterday as well as those of today from a variety of civili~-
zations and cultures. It is. the one area of the curriculum that deals with inter-
related, unfragmented knowledge and helps develop a total concept of man's endeavors.

Ideally, the curriculum should provide experiences in humanities from the kinder-
garten upward so that sequential growth in awareness can occur. However, in practice
this has not consistently materialized. Most high school students seem devoid of this
previous experience. Most of them have not seen relationships of gsome subject areas
to other subject areas. Most of them parrot back information, not welghing or bal-
ancing ideas from an individual point of view or voicing curiosities about facts
learned. They are equipped with fragmentary knowledge, ranging from small to explo~-
sive amounts, but are unable tq see the interrelationship between these fragments or
the relationship of these to themselves as individuals or:to contemporary soclety,

Our emphasis’on semester or year coverage of subject matter has produced fragmentary
learning. It also has left an smphasis on content rather than related meaning. Even
those on the highest levels of achievement, proficient in concentrated areas, may be
disadvantaged in relating to other aredas of man's endeavors. It is in the area of
interdisciplinary humanities that these relationships may be developed.

This fragmentation can be rectified in a course that combines many disciplines,
emphasizing these as ways in which man shows his development as a human being and
demonstrating their power as a means of the communication of man's thoughts and ac-
complishments. In such a-course the student not only is exposed to the knowledge of
verbal and non-verbal forms of communication that reveal our cultural heritage but
also 1is involved in activities which help him understand ideas and facts of the
world oulture as it relates to soclety and to himself. In order to do “this, one
must creat@ an atmosphere in which students can internalize ideas and can have the -
opportunity to explore freely the results of man's creative prowess.




- .

At this point one needs to define humanities as an interdisciplinary study in
order to explain it as basic to the curriculum. Participation in activities usually
associated with, the term humanities -- literature, painting, sculpture, music, drama,
and the dance -- heighten the experience and develop the talent of the student or
make him more aware of the nature of these specific arts, according to the ob jectives
of both student and teacher. Specifically designgd individual courses for this-pur-
pose answer this need and are indeed each a contribution towawrd fulfilling the goals °
of a total humanities program. However, an interdisciplinary humanities course can
go beyond this.” It does not attempt to develop proficient gkills of performance in
» . any of these areas, nor require specific talent in any art form, although direct X

experience with any or all of these areas may contribute to the overall objectives.
Its focus 1is to look at every phase of man's endeavor as a human being -~ written,
oral, musical, scientific, economic, social, philosophical, and religious -- and to
study the creative work from any of these areas, using the art form itself to glve
the message. In addition, its focus 1s also to search for direct interrelationships
among them as one examines the art forms of past and present periods. When, in
humanities, this activity leads to the student's own expressive response so that the
experience hasbeep internalized, then one begins to see a webb of interrelated ideas
emerging. 1In encouraging the student to react creatively by responding in a variety
of art forms, thus broadening the scope of ways to express ideas, one assists each
student in understanding another man's efforts and in increasing his own initiative.
Often this opens up new worlds to explore.

There are various approaches in achieving these goals. The content of each unit
suggests’ the type of approach that is feasible. : However, basic to each approach,”
most interdisciplinary humanities courses will include the study of a wide range of
art forms, and in responding each student will have the opportunity to employ verbal
skills in addition to the newly-developed skills of non=-verbal communication. ' An-
other dimension can therefore be added to increase opportunities for the student.
Instead of treating the arts as fringe benefits, the interdisciplinary approach can
bring enriched meaning of life to the individual student and teacher.

In practice, when these ideals are implemented successfully, they emanate from
a variety of activities and approaches that supply basic needs for student develop~
went. Skills in gaining insight from art forrs must be learned and developed just
as skills in utilizing verbal language or mathematics need mastery. Every discipline
has its own set of symbols to be learned. Through the study of art forms, the stu-
dent begins to witness something of the artist as a man and to see reflections of the
period in which the artist lived. He is exposed to the techniques employed in paint-
ing, sculpture, architecture, drama, poetry, music, photography, and the dance. After
responding on an emotional level, he can move to an intellectual level, noting ele-

. ments, composition, and focus. For example, he learns the elements used in the anal-
ysis of "painting, such as line, color, form, space, texture, and materials, which .
assist him in evaluating painting and other visual arte. He also realizes that the
way or techniques of the artist in utilizing these elements produces the art form
which provides the stimulus for response. It is the artist's purpose and motivation
that predict his style. If he, the student, can respond by employing his own cre-

. ativity in expressing a parallel or analagous situation that he recognizes, he, too,

sharpens his imagination. 1In working with students, one can provide a criterion
for aesthetics, but permit the student to respond with an individual value system.

As an individual, he must know that he has the right to carry out his response by

using this personal value system. For many in our schools, it would be the first

opportunity in which no right or wrong answer would be expected, but a situation in
which a response was fortified by application of an individual value scale to 1it.

. Often this opportunity to respond enhfinces the student's awareness of the world
around him. Recently, after the study of contemporary art forms which reflected the
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desire of the artists to shock in order to inform society of its inadequacies, in-
dividuals of one group produced multi-media regponses, focusing on current problems
of soclety -- power shortages, inflation, ecology, isolation, war and destructionm,
among others. One outstanding project, composed of a small, painted, metal box,
complete with eyes, gaping mouth and computer wires (to represent the machine), and
arranged on computer print-out sheets with small, de-humanized figures of wire and
paper attached throughout, expressed the fate of man in our technological society,
The student's multi-media project spoke for itself, but the written explanation
which accompanied it gave the depth with which he had pursued his goals of expres~
-8lon. The projects submitted by all intensified awareness of either personal or o«
social problems, allowing each to state unspoken ideas and feelings. Thus, each

student not only became aware of world situations, conditions he felt in the world

outside of school, but actively in a first-hand experience, each produced an art .
form which broadcast that conditionm.

Often, if no previous opportunity has existed, a student who ha$ not examined
the use of a variety of media in creative work will be limited in his response. Many
do not see nuances of intensity and value and cannot identify the hues of color. For
these, the experience of making a color wheel may aid understanding as the hues,
tints, shades, and intensities emerge from the mixing of the primaries, black and o 0
white. Actual experience enhances understanding, not only in the visual arts but
also in all other forms of artistic exprassion. No other course in the curriculum
has the opportunity to give hands-on experience in so many varied areas, 1f the oc-
cdsion warrants. .

Interdisciplinary -humanities can be involved with student focus on his immediate

world. 1t can also combine both past and present to aid the student in assessing

values and comparing his own ideas with those of others. Part of the program can

advantageously focus on past lifestyles. 1Its key to success lies in examining highly

sélective examples, which speak for those skillful, prominent artists, muslcians,

writers, and philosophers of any age as they reflect their eras, and by examining .

the lifestyles of the periods in all areas of endeavor. Drawing parallels between }

these and the present can point up both the strengths and weaknesses of mankind, ex- \w
:»plain our heritage, and deepen the understanding of man's nature. ‘

With emphasis placed on the examination and study of the object or writing pro-
duced by man's creativity, the student can begin with man's verbal responses, the
reflection of his thoughts and ideas as they are expressed in essays, dramas, and
poetry and extend the knowledge found there by examining the thoughts and ideas ex-
pressed in non-verbal communication. Artists, sensitive to their times, often are
the first to convey the Zeitgeist of their age. Their efforts form a statement of
each period, and the skillful teacher can relate all of these within an historical
framework to show continuity and progress.

Aware of the increasing influence of world cultures on American lifestyles,
humanities leaders have extended units to include the study of values from many cul-
tures in addition to our Western heritage -- Eastern, African, and Pre-Columbian.
Basic to the education of the contemporary student is the need to understand these .
influences on his life. Exploring different lifestyles, studying comparative re-
ligious views, promoting self-inquiry into the nature of man, and observing the re-
lationship of these with increased understanding can fortify the student and help
him further his own search for meaning.

Humanities is basic to the curriculum because it speaks of man's needs, his
desires, and his attainments. It provides a framework of inquiry so that each stu-
dent may develop and satisfy his own quest for knowledge and understanding of life,
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establishing a pattern by which he can assess his own values to gain answers to the
universal questions. It i1g basic to the curriculum ip the way it teaches the use of .
verbal as well as non-verbal skills in expressing ideas. It gives the student the
opportunity to see the power of creativity from a few brush strokes, a musical phrase,

and expressive words to the creative imagination of the nuclear age. Humanities

gives the student support for developing an individual value system and a means to

evaluate gituations in this century of constant change.

. SHOPTALK:

Peter Drucker argues that '". . .the school is not in crisis just because it is sud-
denly doing worse. Today's school does no poorer a job than it did yesterday;
the school has simply done a terribly poor job all along. But what we tolerated
in the past we no longer can tolerate," Drucker suggests that American schools °
have been unhappily based on certain assumptions. "1) learning is a separate and

. distinct 'Intellectual' activity; 2) learning goes on in a separate organ, the
mind, divorced from the body or the emotions; 3) learning is divorced from doing--
indeed opposed to it; at best it is preparation for doing; and 4) learning, be-
cause it is preparation, is for the young." He then proposes eight ideas which
must be typical of the school of tomorrow. '"(1) Tomorrow's school will have no
rejects: it must guarantee every child a high minimum of accomplishment in funda-
mental skills. . . (2) The schools must utilize the individual's own rhythm, his
own learning speed, his own pattern. : . (3) The traditional school is labor-
intensive; it has neither tools nor capital equipment. . .American education
tomorrow will require a great deal more by way- of tools than we have had. 4)
Today's school 1s still the school of arrogance, contemptuous of whatever is not
reading, writing, or arithmetic. And yet one look should show us a world in
which verbal skills are not the only productive ones. They are necessary--a
foundation. But the purely verbal skills are not necessarily the central per-
formance skill when electronic media carry the main information load. People are

y endowed differently in different areas, but today's school dismisses three quarters =
of human endowments as irrelevant. This is inhuman and stupid. It is.also :Ln-‘z
compatible with the realities of our economy and our society. We need craf&smen‘
in thousands of areas; everywhere we need people with excellence in one area--
and not necessarily a verbal one. We will expect the school to find the indi-
vidual's real strength, challenge it, and make it productive. (5) The school of
tumorrow will be neither behaviaristic nor cognitive, meither child-centered nor
discipline-centered, It will be all of these. . . (6) While it is moving out of
the Middle Ages academically, tomorrow's school aleo must integrate itself into.
the community and become an integrator of the community.-. . I do not advocate a
return to what we had a century ago. But we must bring the community back into
the school. American education will have to think through who 1ts coastituents
are and get across to them--students, teachers, taxpayers, parents, alumni and
prospective employers--what they can expect from the school, and also what the
school can expect of them. (7) One way or another education will become account-
able for performance. I do not know how one measures performance in educators.
First you have to know what the objectives and goals are, If the first job of
an elementary school is to have the children learn to read, one can measure
performance easily. But if the school at the .same time is also to soclalize,
to make civilized human beings out of children, to develop the whole person~-=~
prepare him for work and life--then no one can measure performance. . . (8)
Finally, and most important, American education must acknowledge that learning
1s lifelong~--it does not stop when one starts working. The most important
learning, the most important true education, 1s the continuing education of
educated, achieving adults.'" (""School Around the Bend,' PSYCHOLOGY TODAY,

June 1972, pp. 49-51, 86, 89)

L
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HE WHO CAN DOES~-~HE WHO CANNOT TESTS
Joseph Mersand, York College of City University of New York ©

There was a time when the subject of testing was hardly mentioned in the dailly
newspapers. Of course, to us teachers it was always a felt presence; to students and
parents it assumed significance at the middle or the end of the term whemn final grades
were frequently based upon performance in tests. But in recent months tests: have made
the front page headlines. : wing!

As recently as Monday, February 3, 1975, the prestigious NEW YORK TIMES on page
9 (not bad for a story about a test) carried the story about the newly appointed
Japanese Education Minister, Michio Nagal, who attacked the present testing system in
Japan, not least because it relied too much upon objective tests, which may have test-
ed specific facts but did little to evaluate higheér processes of thought. In the
February 1975 issue of LEARNING IN NEW YORK CITY, the *publication of the Board of
Education of the City of New York, a leading story is headlined "Reading Tests Made
More Secure," a story dealing with stricter security for administering the system-wide
reading tests in April 1975. Apparently some peculiar results were obtained in the
reading test of April 1974, which led the authorities to question the test's reli-
ability and which led the administration in gome schools to alternative forms of the

& tests.

Finally, there was the wide consternation in New York state by millions of high
school students, their parents, thelr teachers, and school administrators when it was
discovered that in one school several students had stolen the answers to a number of
Regents Examinations, had duplicated them, and were peddling them all &6¥3r the state
for enormous sums. In gome instances it was possible to hurriedly prepare new exam-~
inations. But in most cases, students throughout the state were excused from taking
Regents Examinations and their teachers were instructed to base their students'! final
grades on the entire term's work. (See the NEW YORK TIMES for several days from )
June 15th~25th, 1974, passim. Other newspapers like the DAILY NEWS, THE NEW YORK
POST and the LONG ISLAND PRESS, made a field day of this episode in miaguided students'
business. enterprise.)

For once, tests assumed positions on the front pages of reliable newspapers all
over New York state, usually reserved for the latest sordid murder, the latest con-~
fession or denial about Watergate, and the nefarious upscaling of the price of oil and
oil products becauae of OPEC's calloua indifference to world opinion.

Willy-nilly, those of us in the teaching profession must be test-conscious,
whether we know what we are testing or not. We usually begin our school year with a
diagnostic test which unhappily too often reveals how much our students have forgotten
during the summer; we usually conclude our term in June by an end-term test which--
again unhappily--reveals how little many of them have learned despite our best efforts!
What can we do about this distressing situation? 1Is it possible that the fault, dear
Brutus, lies not in our stars, but in our tests?

I propose in thie paper to offer some solace and assistance to my fellow English
teachers based on a teaching career that now perilously approaches the half-century
mark and a supervisory career that spanned almost three decades. If even a clear
distinction is perceived concerning the difference between testing and evaluation
results~-and nothing else--even that will be worth the time conaumed in reading further-. s
And we trust that much more .will result.

A very succinct but clear distinction between testing and evaluation is drawn by
- Helen Heffernan.
~56=

‘ [Kc S el

i
ulTextProvided by ERIC i@




Testing is limited to the quantitative aspects of evaluation. Evaluation includes,
in addition, the qualitiative aspect. Good instruments of evaluation should help
g to determine more than what the-child is doing to his school work; they should
lp us to discover what the school program is doing to the child. To.make a

test is comparatively easy, as compared to establishing a complete evaluation
program. ('"Evaluation--More Than Teaching," in TESTING AND EVALUATION, a series

] i of articles reprinted from the April 1958 issue of the NEA JOURNAL)

A more recent definition of evaluation is given by Loban, Ryan and Squire.

‘ True evaluation includes all desired competencies not just a few. It concerns

> the really significant changes in pupil behavior, changes that are major objec-
tives in teaching. Thus evaluation is much more camprehensive than testing or
measurement. It is a continuous process, descriptivg as well as quantitative,
a comprehensive gathering of evidence on the attainment of significant objectives.
(Walter Loban, Margaret Ryan, James R. Squire, TEACHING IANGUAGE AND LITERATURE:
GRADES SEVEN-~TWELVE, 2nd edition, NY: Harcourt, 1969, p. 209)

Just what evaluation is supposed to accomplish was well spelled out as far, back
as twenty-five years ago in THE ENGLISH LANGUAGE ARTS, a publication of the Commission
on the English Curriculum of the National Council of Teachers of English. The follow-
ing purposes of an evaluation program were listed:

Identifies the needs of the learmer

Provides important information for use in guidance

Stimulates self-direction )

Aids in planning and replanning the language arts curriculum

« Provides a record of growth and development for learmers, instructors, and
parents (NY: Appleton, 1952, pp. 417-440)

2
3
4
5

* As will be seen, such aims cannot be achieved by dashing off a 20-item true-false
test in a few moments between class sessions. The intricacies involved in evaluating
the outcomes of instruction in English can be seen as the teacher studies such a

’ classic volume as Dora V. Smith's EVALUATING INSTRUCTION IN SECONDARY SCHOOL ENGLISH
(English Monograph, No. 11, Champaign, Illinois: NCTE, 1941) in which she reported
her findings in New York 8tate. Many of the principles and methods employed in this
survey Eave significance today and will continue to be meaningful for a long time.

L

There are, of course, good and bad evaluation programs; the elements of a good
evaluation program in English are spelled out by DeBoer, Kaulfers, and Miller in
their textbook, TEACHING SECONDARY ENGLISH. They ask about the evaluation program

. the following questions?
1. Does the evaluation program include measurement of the extent to which the
offerings jn English,are compatible with the needs and abilittes of the
students 7

2. Does the evaluation program include adequate means for individual diagnosis

of pupils' needs and difficulties?

3. Does the evaluation program provide for a cumulative record that can be

passed on from teacher to teacher as the student progresses through school?

4. Does the evaluation program include' tests of special abilities, such as

. , spelling, vocabulary,.or usage, as diagnostic instruments to assist in
locating possible causes of difficulties in using language for purposes of
communication?

5. Does the eveluation program include appraisal of outcomes in the way of

reading interests, speech habits (including usage outsid¢ of the English
¥ class), insights into human relations through literature!, and other traits
or qualifications cited as objectives of the course of study?
Does the program stress pupil participation fin self-evaluation?
Does the evaluation program de-emphasize grades as ends in themselves?

NSy
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8. 1Is the evaluation program appropriately differentiated to qécqmmodate ter-
minal as well as collegerpreparatory students? (John J. DeBoer, Walter V.
Kaulfers, Helen Rand Miller, TEACHING SECONDARY ENGLISH, NY: McGraw-Hill,
1951, pp. 405-408)

DeBoer, Kaulfers, and Miller wrote a quarter of a century ago. A more recent
set of textbook authors, Walter Loban, Margaret Ryan and James R. Squire, bring the
‘concept of evaluation in English up-to-date when they state:
Everyone agrees that evaluation deeply influences teaching, learning, and cur-
riculum. If evaluation concentrates on narrow specifics, then narrow specifics
are what pupils learn, what teachers teach. If evaluation stresses a_ broader
profile of characteristics and statements such as creative thinking or problem
solving, then pupils and teachers will emphasize those attainments. Inevitably
the curriculum shrinks or expands to the boundaries of evaluation. In anything
so crucial it is important to distinguish evaluation from testing and measure-
ment. (p. 209) A

An excellent discussion of the relationship existing between teaching and testing
and of the various levels of testing is found in Edward J. Gordon's stimulating
article, "Levels of Teaching and Testing." To Gordon there are five different levels
of testing:

To remémber a fact

To provide a generalization someone else has made

To make one's own evaluation ’

To generalize from the book to its application.in life

To carry over the generalization into one's own behavior (ENGLISH JOURNAL,
September 1955, pp. 330-342)

LW

Lest anyone have the foolish notion that preparing a vaﬂid test 1s a simple
matter, the words of Sherman N. Tinkelman in his superb pamphlet, IMPROVING THE
CLASSROM TEST, should be taken to heart:

Before a single test question 1s written, therefore, the teacher should have

clearly in mind what purpose thé test is to serve, what |skills and content

area are to be measured and theilr relative weights should be. To ignore these
factors at the outset in preparing a test 1s to court tWe danger that the test,
if it constitutes a poor sample of questions, may providp a misleading picture
of pupll progress.: (Albany, NY: State Education Department, 1957, and later
revisions. See also Robert B. Carruthers, BUILDING BETTER ENGLISH TESTS,

Urbana, Illinois: NCTE, 1963)

Inspired by the authorities listed above, and many others, and eager to prepare
better tests, the teacher is now ready, willing and (possibly?) able to begin his/her
own testing program. How to begin:

PREPARING A CLASSROOM TEST :

Soon after the beginning or experienced teachers start the new term, they will
think of tests. In order to know where the class as a whole and each student stands
as far as skills and)knowledge are concerned, they will plan a diagnostic test or
series of them. The summer vacation 1s a good time for forgetting much that has been
learned in the preceding year. Students may be coming from lower schools in the same
district or they may have transferred from other areas. Mobility is a constant factor
in education today.

What can be learned from these diagnostic tests? Reading skills, spelling skills,
and grammatical knowledge can be diagnosed by objective, short-answer tests. Skill
in written composition can be estimated to some extent’ by the first composition of the
term. Other aspects of the English program such as appreciation of literature, at-
titudes toward languages, etc. are more difficult to perceivelin a diagnostic test.

\‘l " B - . -
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Later in the term teachers will be interested in ascertaining the achievement ‘of )
students, and here agdin tests will berused. The end of the term is frequently |
another occasion for either a composite test (the final examination) or a series of / .!
shorter tests. The information obtained through these tests can be very valuable if
the tests are properly constructed. They may indicate growth in language power. They
may lead teachers to change their methods. They may lead to individual counseling of
students when this is indicated. Above all, tests should not be just a means of get-
ting a grade for purpogses of promotion or retention in the same grade.

’ A word of caution lest overzealous teachers expect more from tests, than .they can |

possibly reveal comes from the above-mentioned Loban, Ryan and Squire: .
Tests and measurements concentrate on specific, well-defined skills. They have “
their niche, but what can be tested or measured i1s by no means the same as what )
1s important to teach (underline mine). Paper and pencil testing has a highly
limited scope. It serves to measure knowledge of spelling and punctuation, but
fails to cope with power over the spoken word, appreciation of literature, and
appropriateness of written style, (p. 209) ‘

Theodore W. Hipple in a recent English methods book, TEACHING ENGLISH IN SECONDARY
SCHOOLS has some words of good advice to makers of tests:
1. It should provide students taking it an opportunity to learn from taking the
test.
. Lt should be reliably scored.
It should permit all students to hawe at least some chance for success.
It should reflect a broad coverage of whatever it 18 supposed to test.
It should be brief enough to be completed by most of the students in the
“time allotted for it.
* 6. 1t should be announced early enough to permit review and study by the student
‘preparing for it. . .
7. 1t should reflect student interests. (Theodore W. Hipple, TEACHING ENGLISH
, IN SECONDARY SCHOOLS, NY: Macmillan, 1973, pp. 289-290. See also Paul B. .
Diedrich, "Making and Using Tests,' ENGLISH JOURNAL, March 1955, pp. 135-151)

“LPwie
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TYPES OF TESTS .
Basically tests today are of two types: the essay and the objective type (short
answer). Much controversy has taken place for the past fifty years about the relative
merits of ‘each type. For many years the essay type was popular in our secondary
schools. Then came the great interest in measurement and in testing in the 1920's.-
Objective-type tests were prepared and marketed, and whole libraries were written
defending or attacking these short answer tests. In the 1960's and 1970's there was
renewed Iinterest in the essay test, particularly as a gauge of acc0¥plishment in

Vs \

written English. The controversy will continue because of several factors, not the
least of which is the t#me consumed in marking essay questions and the subjective
element always present.

Essay Questions ,
0f the values of the essay question, Tinkelman says,

The fundamental contribution of the essay question is that it requires the
pupil to develop an answer from his own background and fund of experience with-
out benefit of suggested possibilities or alternatives, and to express that
answer in his own words.

By requiring pupils to present evidence, to evalJbte, to analyze, and to
solve problems or approach problems in a new way, essay questions can Serve to
measure some higher level abilities and thus contribute to knowledge about the
pupil.

A more recent explanation of the demands of a good essay test is given by Mary
Elizabeth Fowler in her TEACHING LANGUAGE, COMPOSITION AND LITERATURE:
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1. The ability to abstract information from reading and to discriminate between
important and unimportant details. v
2. The ability to organize knowledge into a clearly déveloped answer.
3. The ability to make valid judgments, generalizations, and to support them
with concrete details or relevant evidence.
4. The ability to stick to the point and to deal logically with the.question.
5. The ability to remember facts and relate them to relevant generalizations,.
(NY: McGraw-Hill, 1965, p. 407) ‘
Examples of essay questions which were recently used in the English Comprehensive
Examinations in New York state follow: ‘!
1. The very nature of man makes it impossible for him to live 'by bread alonme, '
he must live by faith--faith in an ideal or principle, faith in his country,
"faith in mankind. From the poems and essays you have read, choose any
‘ four selections. 1In each case show by definite references that the author
expresses one of the kinds of faith mentioned. Give titles and authors.
'History records changes. Literature makes them real for us,' Using two
novels or a novel and a short story, explain how each of the two selections
+ has made some phase of history more real to you. Refer directly to the;
incidents. and portrayals in the stories to support your discussion. Give
titles and authors, T
3. From books that we read we see many pictures of family life, some of which
reveal sympathy, understanding and cooperation among the members, while’
others reveal discord and lack of harmony. From one povel and one play you
have read, select a family group (parents with children; children with one
another; family with servants, guests, or relatives) and discuss what leads
to cooperation or prevents cooperation. Give titles and authors. (Regents
Examinations in New York state are state-wide examinations glven at either
the end of the third year or the fourth year, and have been prepared for
Almost three quarters of a century. Coples of these examinations are +
" printed at the end of several handbooks commercially prepared by English
teachers and/or supervisors. The handbooks are designed to help studénts
review three or four years of English and to prepare them for the compre-
hensive examination given at the end of each semester. For additional
essay-type questions, see Hipple,)’
The major difficulty with the essay question 1is that the rating is subjective. “In
spite of almost forty years of attempting to make rating of test essays more objec-
tive, "tonsiderable variation of assigned marks has been found, not only between one
teacher and another, but in ratings by the game teacher from day to day." Amopg the
interesting experiments in trying to determine more objective criteria 1s’the study
in theé Spring 1958 issue of the NEWSLETTER of the Michigan Council of Teachers of
English "Evaluating a Theme." Another helpful booklet, distributed by the State
Education Department of New York is SUGGESTIONS ON THE RATINGS OF REGENTS EXAMINATION
PAPERS IN ENGLISH, with a special section on the rating of literature essay questions
of the type described above. (This pamphlet may be obtaihed from the Bureau of Tests
and Measurements of the State Education Department, Albany, New York.) Many local
and state courses of study have indicated ways of correcting compositions. "The
Guide for Evaluating Written Work" and ,'Criteria for Evaluating a Theme" from GUIDE-
POSTS TO THE ENGLISH LANGUAGE ARTS OF SEATTLE PUBLIC SCHOOLS merit attention. (Bureau
of Curriculum and Instruction, Seattle: Board of Education, 1962)

to
.

Objective-Type Tests

Objective tests are usually of two types. In the first, the student supplies
the answer; in the second, the student selects the answer from several supplied.
EMINENT VICTORIANS was written by’
XAago is a character in
Wessex is the setting for the novels by
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The advantages of such questions are: i
1. The answers are definite and specific.
2. They can be rated quickly and accurately.
3. Wide sampling is possible, since a large number of questions can be answered
in a unit of testing time.
The disadvantages are:
1. The teacher tends to concentrate on details.
2. You must be certain that there is only one correct answer to each question,
Whereas the average student may give the answer you expected, the bright
< student,-who has read widely, may think of several answers. )
3. It is difficult to measure the higher process of thought and reasoning.

How to Write Good Completion Items
l. "Write your item so that only one correct answer is possible. For example,
T in these items several answers are possible: : :

Shakespeare wrote .
Coleridge was born in (This might be answered by the year,
century, city, country,) ’

2. It is better to place the blank at the ‘end of the statement, rather than
at the beginning.

3. Avoid extraneous clues to the correct answer. If the class has been
studying forms of poetry and has learned about the sonnet, ode, triolet,
you have given an extraneous clue to this question.

A long, serious poem is called an . Obviously the student
would not write a sonnet or a triolet.
Examples of good and bad short-answer questions based on Poe's "The Cask of Amon~
tillado" are described in J. N. Hook's THE TEACHING OF HIGH SCHOOL ENGLISH, (NY:
Ronald, 1972, 4th Ed., p. 163)

The Selection Type of Question
There are three forms: true-false, mu}tiple choice, and matching.

<

True-False

In this question, the student writes T or F or True or False, depending upon

the answer.

Ernest Hemingway won the Nobel Prize.

Shakespeare was born in the 17th century.

THE SCARLET LETTER was written in the early 19th century.

Advantages are: . .

1. These are fairly easy to write.

2. A large sampling can be covered in any given test period.

3. Scoring is objective and quick.

Disadvangages are:

l. It is limited almost entirely to testing facts on specific information.

2. Many of the larger outcomes of English instruction, such as generalizations,

explanations, evaluations, cannot be tested by true-false questions.

3. There is encouragement to guess at the correct answver., *

4. It 1s difficult to write questions that can be darked true or false without
qualifigations. Even a simple question like "Shakespeare wrote HAMLET,"
may draw a negative answer from the bright student who has read something
about the Baconian Theory or who remembers that on the title page of his
edition is THE TRAGEDY OF HAMLET.

How to Write Good True-False Items ~
1. Make statements that are absolutely true or false without qualifications
or exceptions,
Avoild statements that contain elements that are partly true and partly false.
Avold trick questions (students resent them)
Marjorie Kinnan Rawlings wrote THE YEARLIN.

Sy ae) "61" f
bb -

W ta
.



4., Ayoid long involved statements with qualifying clauses.
Multiple-Choice Questions _
These questions are very popular with the various College Boards, Civil Service, -
. Army Intelligence and similar tests because the answers can.be indicated on a separate
sheet which can be scored electronically and quickly. )
Advantages are: T
1. The correct answer is limited to the choices given, -thus eliminating any
possibility of students' concern over universal application.
2. The guessing factor is less than in the true-false question. v
3. Reasoning ability, fundamental understandings, as well as facts and .
principles may be tested.. °
4. Many items can be tested in a period of class time.
5. The scoring is objective and rapid.
Disadvantages are:’
1. It is applicable when there are a number of related possible answers.
Where the cholces are obviously unrelated, the_student can guess the answers
easily.
2., It is timé-consuming to prepare four or five choices for a single question,
One of the most vocal critics of multiple choice questions in the 1960's was Benesh
Hoffman, whose article, "The Tyranny of Multiple-Choice Tests" in HARPER'S (March’
1961, pp. 37-44) stirred up a controversy. Joining the fray in favor of short-answer’
questions was Norris M. Sanders. Using Bloom's taxonomy of educational objectives,
Sanders provided examples of short-answer questions for every level of taxonomy in-
cluding application, analysis, synthesis, and evaluation. (CLASSROOM QUESTIONS :
WHAT .KINDS? NY: Harper, 1966, passim, but especially Chapters 6, 7, and 8,)

Hipple, in 1973, defended short-answer questions in that they: :

.can prove immensely useful as a check on whether a student has read and
understood an assignment or whether he has learned some facts and some simple
relationships. (e gives some excellent examples of test items that demand more
than simple recall, all taken from tests prepared by student teachers. Hipple,.
pp. 287-288) .

Matching Items
A geries of item is listed in columns to be matched with each other. 1It‘is
advisable to have more possibilities than correct answhbrs in the second column so
that students who know some of the answers will not guess at the others by elmination,
Criteria of a Good Test:
1. Vvalidity. A well constructed test should measure student's progress toward
realization of the objectives of the course or unit.
2. Reliability. It should distinguish those who have mastered the subject from
- those who have not. It should consist of items carefully selected from the
whole range of factual materials or principles taught. Poor administration
of tests decreases reliability.
3. Clarity. It should be clear as to directions, construction' of test items,
assignment of credit, and should be free from ambiguity or error.
4. (bjectivity. In evaluating an answer to a question, several teachers marking
. the same paper should arrive at approximately the same mark.
5. Administrability. In a good test the exercises are arranged as to difficulty,
convenience in scoring, and with provision for a reasonable allotment of time.
6. Originality. The test should challenge thought, stimulate imagination,
arouse interest, provide for variety, and generally serve as a teaching as
well as a testing device.

Testing has been a subject for discussion, heated argument, and objective debate
almost from the very beginning of testing procedures. The fact that so much time was
spent at the 1974 NationalCouncil of Teachers of English Annual Convention proves
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that the final words have not yet been said. Perhaps the results coming out of the
National Assessment of Education may provide us with ¢lues for even better _types of

tests than those indicated above. At any rate, tests obviously are hera to stay, .
-and it is the responsibility of every teacher of English to think seriously when pre-
paring tests designed to indicate growth and/or achievement in all areas of English

I should 1like to conclude with some ihteresting observations about thoee teachers
who may possibly be able to teach' but certainly do not know how to test by Orville -
Palmer in his brilliant article, rSeven Classic Ways ‘of Grading Dishonestly" in the
. October 1962 ENGLISH JOURNAL. As a former editor @f College Board programs of the
Educational Testing Service, he kncws whereof he speaks. The teacher who grades
dishonestly does so by one or more of the following methods:
1. By abdication (putting together crude and inadequate tests at ‘the last :
minute and tailoring the course to ready-made tests). Ll
2. By using the "carrots and‘elubs" system (grading on extraneous factors--
: depor tment, penmanship, covers for reports, extra credit for reading).
3. By default (maintaining,that tests are meaninbless$Jgd glving so few that
students' grades depend on an overly small -sample of their performances).
4. By becoming zealots (grading everything except classrvom posture).
5. By changing the rules in mid-game (shifting grading standards dp or down to
threaten or encourage). "
6. By beilng a psychic grader (considering that tests are super fluous and
inferior to intuition).
7. By anchoring the grading system "in the rainbow of@an impossible perfection"
(no one gets an A, few B's, and many fail). o g

Let us hope and pray that the teachers in these seven categories are becoming
fewer and fewer.
SHOPTALK:

¢ "But what concepts and attitudes does education as yet reflect and teach? The first,
above all, is certainty., Absolutes. Fixed states.  Most of.the 'curriculum'
consists of the memorization of 'facts' and everyone comes away with the deeply .
internalized concept tha't there's one right answer for every question. If this
was ever true, it 1s no longer true. Most 'subjects' are taxonomies--verbal
classification systems--that are memorized, without any understanding of the

% degree to which the 'subject' relates to anything else in the curriculum much

less anything outside the curriculum,
Another concept that education presently internalizes in students is thgt of
the value of obedient passivity. The student who is best rewarded in school 1is
the one who does what he is told, quickly and ‘witheut question. All this pro-
duces personalities that are rigid, timid, and authoritarisn. We learn Hést, as.
Dewey said, what we do.
In a world of rapid change what can youspredict about the survival prospects of
gomeone who expects or demands absolute certainty, and absolute stability? And,
consequently, who requires a 'higher authority' to make decisions and choices
for him? It would seem reasonable that education rather should focus on helping
students to develop mastery of such concepts as relativity, probability, contin-
gency, and process. These concepts foster personalities willing to formulate and «
act on tentative estimates. What can be more important to understand in an in-
creasingly complex world than that nothing occurs in isolation; that everything
always depends on a number of otNer things; that Jthere is no single cause for
any effect? Students need to master the concept of function and relationships
as processes rather than as fixed states," (Charles Weingartner, "What's It
All About? What's It All Mean?" FLORIDA ENGLISH JOURNAL, December 1969)
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BACK TO THE BASICS--TEACHER AUTHORITY AND RESPONS IBILITY
' Leo Croteau, Sahuaro High School, Tucson

Title One. . .Headstort. o +Title Three. . .NDEA Grants. . .NSF Grants. . .
State mandated textbook selection. . .Busing. . .National Assessment., . .Title
Nlne. . +UpWard Bound--the list seems endless--all to jmprove the education of our
youngsters, all missing the point, National tests' results indicate, at least on
the surface, that educators are doing a less effective job, year after year. Of
course, the cry is "Get’ back to the basics."

Getting back to the basics involves more than just that. It means attemptlng
to use the basics as a foundation from which to lmprove the effectiveness of in-
struction that today's young people require and that will enable them to contribute
to their society and to themselves, in whatever role each chooses to serve. To get
back to the basics requires that we examine what was effective when the "basics"
were the core of the curriculum, It requires incorporating these effective ways with
those that we continue to develop in our quest for better understanding of human
learning behavior ‘and the requirdments that that behavior relies upcn,

I suggest that the essential element in former effective education was the
rapport, the closeness that teachers could establish with their students in the one
room schoolhouse, and the immediate response that a teacher could effect when
youngsters' needs became apparent in'the classroom. Granted, many things were lack-

" ing, particularly in a material sense, but teacher authority and responsibility were
not. It was the American society's migration to the cities since World War II and
the resultant growth of large schools at all levels that siphoned off the immediate
authority and responsibility of classroom teachers to the layers of bureaucratic
hierarchy that seemed to be required for large schools, transferred the responsibility
for a youngster's education to a plethora of department chairmen, assistant princi-
pals, curriculum coordinators, assistant and deputy superintendents, and superinten-
dents. - “

"It was the creation of the industry-like structure (management versus labor) for
school systems that removed the decision making authority and responsibility from the
teacher. It was his authority and responsibility that permitted the éne roem school-
house to be a place of real learning.

The increased- structure appeared to be organizationally necessary, just fbr
adequate support of teachers in the classroom. What was not necessary, indeed proved
detrimental, was the transfer of authority to higher paid supervisors of whatever
title, persons who moved farther and farther away from the classroom and youngsters,
and then basing fundamental decisions on the advice and counsel of these supervising
1nd1viduals who became more and more concerned about their positions and retaining
them than in maintaining the concern that they had when they were in the classroom,
Decisions became structure and system oriented. Supervisors-failed to realize that
the function of any school employee who does not perform in the classroom must be
pased entirely in supporting those who 'remained there--the youngsters and their
teachers. It is the teachers who must make the decisions that increase the ef-

‘ fectiveness of the education going on there; it is the function of all others to
serve the requirements of those decisions.

It is ironic that we, as a nation of people, have invested increasingly in
heavier dollar amounts on the preparation of our teachers, and, at the same time,
have reduced their decision making responsibilities, to the point that.they are often
only instruments of an educational structure that is more concerned about its survival

2
3

»

6=




than in the effectiveness of the instruction of youngsters. Today's practice of
establishing schools with hundreds, even thousands of students, and then placing

. responsibility on a principal who attempts to direct the teaching activities of
fifty, one hundred, and even more teachers in a building is counterproductive. For
the principal in those circumstances is essentially removed from the classrooms where
the learning process 1s operating, relying, finally, on his "authority" to determine
the support each teacher in those classrooms will receive, again, often with the
advice of others, assistants, who are not in the clagsroom themselves.

There are alternatives. A first such is to establish a fundamental policy that
teachers have the authority and responsibility for the learning that takes place in
their classrooms, and that those individuals who serve outside the classrooms do so
by satisfying the needs that classroom teachers determine are necessary. A second :
alternative is to eliminate the practice of paying higher salaries only to those who
leave the classroom for supervisory positions in the educational structure. This
practice has caused tremendous loss to our classrooms in at least two ways: It has
removed truly good teachers from classroom contact with their students, and it has
required them to pursue a vocation in administration that removes them farther and
farther from that classroom and brings about the decreasing interest for what goes
on there, to the detriment of students and teachers who remain.

A plan to implement these alternatives is simple. Restore teacher authority
and responsibility for what occurs in the classroom, Establish salary scales that
recognize this. Allow teachers in academic departments and schools to select those
who will coordinate their efforts--department chairmen and principals--and determine
how long each will serve in those positions, and further, to require those chosen
to continue to function as classroom teachers, if for only one period a day. Permit
teachers to determine the need for additional support beyond the department and
school, and permit them to select those individuals who will serve in providing that
support. Give teachers the authority and responsibility to evaluate their peers and
suppg{F personnel, to aid in their continuing development, and to remove those who
cannot develop.

This plan will restore the basics that we are concerned about as a nation of
people and further build on them as all elements of the community continue to
determine needs of students in our developing society. The basic element in educa-
tion is teacher-student contact, and all that must follow from the assessment that
results. All other elements of the, educational community must be directed toward
supporting the needs of that contact.

It should be noted, at this point, that the Eighteen Recommendations of NCTE,
approved in 1972 for use by school systems and regional accrediting agencies, go a
long way toward implementing this plan. ’

SHOPTALK:

"The way a teacher teaches--with a textbook and assigned seats or in a room with a
choice of activities--may have far-ranging psychological effectg on a child that
include but also go beyond his ability to read and write.

These are the conclusions of educational researchers at the Stanford Research
Institute who studied poor children in kindergarten through third grade in schools
participating in federally funded Follow Through programs,

'The way a teacher conducts class is the biggest factor in a child's'early ed-
ucational growth and development--more important even than the child's skills or
the quantity and quality of instructional materials,' according to a study con-
ducted by Dr. Jane Stallings." ('Teaching Study Findings Told,'" LOS ANGELES
TIMES, July 23, 1975, p. II-1) "

.
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RELEVANCE IS OUT, CLASSICS ARE IN

Y Florence Miller

]
©

/
(Reprinted with permission of the author and THE NEW YORK TIMES, "(®) 1975 by The

" New York Times- Company. Reprinted by permission." Tt originally appeared in THE
NEW YORK TIMES BOOK REVIEW, August 31, 1975, p. 19.) :

Note: The following memo was found near the coffeé‘hrn at the recent Return to
Basics conference sponsored by I.C.S. (Institute for Confidence in Our Schools).. .

TO:  English Department
FROM: Chairman N
RE: Suggested Curricula for the Fall (Spring) Term.

Recent trending indicates a shift from '"relevant" literature. There is a rising
. tide of criticism.and displeasure re: the reading material taught in our schools. It
- would, therefore, behoove our department to forestall what could be a serious and pos-
sibly unpleasant brouhaha by focusing this year on the established classics. Although,
in recent years, changes in curricula have not been made unilaterally, the imminence of
crisis stimulates decisive action. There will, of course, be an open discussion at our
first staff meeting. It is only fair, however, to note that both the principal and the
chairman of the school board made their views re: this matter ‘abundantly clear at a
meeting held after the June closing. They also noted, in a non~threatening manner, that
. there 1is a surplus of experienced teachers nationwide.

Please return sets of CATCHER IN THE RYE and THE POETRY OF KAHLIL GIBRAN to the
book closet by Friday, 3 P.M. Thank you. e -
SUGGESTED IANGUAGE DEVELOPMENT ACTIVITIES FOR WAR AND PEACE, a novel by COUNT LEO
TOLSTOY, translated from the Russian by Constance Garmett. .
1. Alphabetizing (stress speed)

Warmup
Mortemart - Zherkov
Yakov Nesvitsky
Berg Telyanin
Shinshin Bilibin
Mack Balaga
More Difficult v

Agrafena Ivanovna
Anna Pavlovna Scherer
Prince Vasily Kuragin
Anna Mikhailovna Drubetskaya
Marya Lvovna Karagina
Marya Ivanovna Dolohova
Count Kirill Vladimirovich Bezukhov
Dmitry Onufrich ) :
Prokho Ignatich . .
Pelageya Danilovna Melyukova ; \

2. Dictionary Study (Much of the length of WAR AND PEACE has to do with military

campaigns. Students often skip reading these pages. An understanding of
. military terms may motivate better attention to the text.) o

a. hussar - f. skirmish

b. truce g. adjutant’
c. bivouacking & h, flank

d. cavalry i. cutlass

e. deploy j. tattoo-call




3. Arranging Ideas in Sequence (Each set of statements is out of chronological
order. Students are to put them in correct order.)
a. Pierre's father dies.
« b. Pierre joins the Masons.
c. Pierre gets married.

N

a. Princess Liza dies.
b. Princess Liza realizes that Prince Andrey's love for her i8 cold. %
c. Princess Liza has a difficult lgbor.

\

a. Prince Andrey meets Natasha.
b. Prince Andrey meets Napoleon.
¢. Prince Andrey dies.

a. Dolohov almost dies.
b. Dolohov sits on the window sill.
c¢. Dolohov joins the plan to abduct Natasha.

a. Prince Bolkonsky shows digpleasure with Princess Marya.
b. Prince Bolkonsky dies. :
c. Prince Bolkonsky gets friendly with Mlle. Bourienne.

a. The French cross the Niemen.
b. Tsar Alexander reviews the troops at Olmiitz.
c¢. Kutuzov pursues the French ‘to Krasnoe.
4. Diminutives (Identifying diminutives may be done as a class exercise. Stu-
dents will then have a ready guide and the teacher will be prepared for the
complaint that there are 'too many characters.")

a. Borinka f. Andryusha X
b. Mishka g. Masha
. c. Mitenka h. Matveyevna
d. Petya i. Nikolushka
e.  Nikolinka j. Dunyasha

5. Character Study (Choose the word or phrase that best completes the thought. .
Remind students that it is to their advantage to choose quickly and decisively.)
a. Plerre is . . . ¢ ¢ ¢ v v v v i e 4 e e .
1. obese 2. slender 3. average
b. Prince Andrey 18 . . . . . . . . . . . .
1. optimistic 2. depressed 3. nervous : .
€. Princess Marya is . . . . . . N '%

1. lonely 2. resentful 3. fun-loving . o I
' d] Natasha 18 . . « + & v v v wow e e B
1. extravagant 2, impetuous 3. slender
e. Kautuzov is . . . . . . . ¢ v 4o v ¢ ' o .« &
1. blind 2. one-eyed 3. has normal vision
£. Prince Bolkonsky is . . . .

1. easy-going 2. inagne 3. scientific
g. Sonya is . . . . . ... ...

1. scheming 2. sad 3. patient
h. Princess Ellen is e e e e e e . ‘

1. very beautiful 2. ambitious 3. unstable R
i. Count Rostov is . . . . . . . . . . . . . : by
1. lovable 2. weak-willed 3. indulgent
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THE NEW NATURAL ENVIRONMENT
Jim L. Cromer, University of South Carolina

We no longer can take it for granted that everything is going to be exactly
the same from the moment of birth to the moment of one's convenient disposal.
We have to accept the fact that reality 1s a process .of living development,
change, and growth, and that the notion of completion is a mortuary concept.
(Serge Chermayeff, "The Shape of Humanism," in Gregory Battcock, ed., NEW IDEAS
IN ART EDUCATION: A CRITICAL ANTHOLOGY, NY: Dutton, p. 3)

Being alive 1s experiencing constant change, for change is the material out of
which existence is created. Completion, however, is an end, a finish which accompanies
non-existence. But it is also that moment during the creation of art which marks the
forceful thrust into a new level of consciousness. This thrust is followed by an im-
mense flood of newness, and the commonplace is either totally rejected or adapts to
the change and takes on new life and vitality. We were once a soclety of people who
contained their information in print, and we retrieved what we were capable and will-
ing. Now we are a Soclety of people with a system of transmitting information which
is spilling over as if there are no boundaries to hold the information in check. This
new world of electric-images is totally absorbing; it sucks us in, and mixes up our
being in a whirlwind of new information, new time, new space, new colors, rew eyes and
ears to see and hear a wholly differént world.

Jerzy Kozinski, in his book BEING THERE, describes a character who is the product
of an electric-video image environment. By some strange coincidence, Chance (named
thats> because he was born by chance), grew up with the "0ld Man" and a servant and un-
til the death of the "0ld Man," knew no other people. He tended his garden, ate,
slept, and spent the entire remaining time watching TV. He met no other people and
no one met him. He drew entirely on his TV to tell him about the outside world.
Although the situation which produced Chance was fictitious, Chance's response to TV
* may not be too exaggerated. For example, his description of TV was that

- everything on TV was tangled and mixed and yet smoothed out: night and day, big
and small, tough and prittle, soft and rough, hot and cold, far and near. In
this colored world of televisiong~gardening was the white cane of a blind man.

By changing the channel he could change himself. Hé could go- through phases,

as garden plants went through phases, but he could change as rapidly as he

wished by twisting the dial backward and forward. 1In some cases he could spread

out into the screen without stopping, just as on TV people spread out into the
screen. By turning the dial, Chance could bring others inside his eyelids.

Thus he came to believe that it was he, Chance, and no one else, who made himself

be. The figure on the TV screen looked like his own reflection in a mirror.

He sank into the screen. Like sunlight and fresh air and mild rain, the world

£ outside the garden entered Chance, ‘and Chance, 1like a TV image, floated

into the world, buoyed up by a force he did not see and could not name. (R.

Buckminister Fuller, EDUCATION AUTOMATION: FREEING THE SCHOLAR TO RETURN TO

HIS STUDIES, Carbondale: Southern Illinois U Press, 1962, p. 5-6)

Immediately questions rush in upon us. 1Is this true? Does the new world of
Video, Film, LP, all of the electric-imagery affect us this much? How much has the
world changed? And {s this new world good and healthy? To understand the new world
of electric-images we must begin with the assumption that the new world is a "Natural"
world in that .t has been created by man, a natural being, and that its driving force
for projecting things into existence is a natural force. Buckminister Fuller states
that .
In my viewpoint there is no meaning to the word 'artificial.' Man can only do
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what nature permits him to do. Man does not ingnt’ﬁgything. He makes dis-

coveries of principles operative in nature and often finds ways of generalizing

those principles and reapplying them in surprising directions. That 1is called
invention. But he does not do anything artificial. Nature has to permit it,

and if Nature permits it, it is natural. There 1is naught which 1g unnatural.

(Fuller, pp. 52-53) . .

Man's Natural World has constantly expanded and changed with each new invention
and each new discovery and each new creation of art and science. The creation of
- poetry, the art of a verbally expressed reality, 1s the result of our natural drive
to know new worlds which are the ultimate in man's evoluting consciousness. Gunther
Muller describes poetry as "a linguistically conveyed reality and the force by which
the linguistically conveyed reality of poetry is produced is a natural force." (Gun-
ther Muller, "Morphological Poetics," in Susanne K. Langer, ed., REFLECTIONS ON ART:
A SOURCE BOOK .QF WRITINGS BY ARTISTS, CRITICS, AND PHILOSOPHERS, NY: Oxford U Press,
1961, p. 203) When man discovered that he could grow animals and vegetables instead
of being a hunter and food gatherer, his Natural World became agricultural based.
Eventually the Natural World of agriculture gave way to the Natural World of industry.
The invention of the alphabet and movable type created an immense impact on his Nat-
ural World, changing it into a world unlike the previous world. The changes that
have taken place since we have moved into an electric and electronic world have changed
the Natural World so much that all of the institutions of the previous Natural World
such as economy, family, schooling (and education), and government have become obso-
lete and have been straining and struggling to make the changes necessary to become
part of the New Natural World. What we have is forced creativity. If the inhabitants,
objects, and processes of the old world do not creatively change they will become
first obsolete, then camp, then a type of artistic content for a final reflection by
the New Natural World and then pass into man's history only to be viewed from an aca-
demic distance but never to have an active place in the live world. As a person to-
‘tally submerged in the New Natural World, Gene Youngblood describes what. this 1is 1like.
. ~ As a child of the New Age, for whom 'nature' is the solar system and 'reality' )
is an invisible environment of messages, I am naturally hypersensitive to the e
phenomenon of vision. I have come to understand that all language is but a
substitute vision. . . (Gene Youngblood, EXPANDED CINEMA, NY: Duttom, 1970, p.45)

. It is important to clarify a potential misunderstanding of how the changes in
what we view and know as our natural world occur. We live in a throw-away society.
Valuable unreplenishable resources are used up and abandoned as waste, trash and gar-
bage. Indeed, we have such a throw-away society that waste has become a probleﬁ. Our
entrenched thinking about change 1s that when something has outlived its usefulness,
we simply get rid of it. This view clouds our understanding of the way in which we
change our reality. Change does mean that some things will become obsolete but this
does not mean that those things will not or cannot transform and take on new life.
This is the quality of life, to change, to grow, to take on new meaning and to acquire
a new felt consciousness. This new felt consciousness 1s the flash that occurs just
. before the emergancy of a change in our Natural World. Edmund Carpenter, in speaking
of the new elec-media says that "what it offers, I believe, is a sudden insight, and
. unexpected glimpse into a reality that, at most, was merely suspected but never before
seen with such clarity." ("Forward" to THEY BECAME WHAT THEY BEHELD, NY: Ballantine,
1970) The felt consciousness, the spirit that. pervades the times, moves into reality
while remaining invisible and gradually finds the means of expression that will re-
i gshape the Natural World of man. During the transformation, the old world is dissolved
and scattered, letting loose information into raw material that will fuel and power
the new emerging world. The potential for new thought and new consclousness, and new
insight 1s increased and we experience a New Natural World which is fat with chance.
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Rollo May says that we live in a time when one world is dying and in some ways
already dead, and yet the new age has not fully been born. This creates a lot of
trouble and the kind of people needed to survive this age are going to be authentic
in that they author or create themgselves and they have the courage to face a world no-
body has yet lived in aor knows much about. The new age will be an outgrowth of the
past but it will move into areas which we now only partly know. ("Rollo May on the
Courage to Create,'" MEDIA AND METHODS, May/June, 1974, p. 14)

Confusion and chaos do exist and are much like the confusion of a sinking ship
with all on board desperately trying to find the new buoyancy which will keep them .
afloat and alive. The old world of pre-elec-imagery was a cultural fixation that
held all people spellbound. The break in the literal trance came suddenly and we
moved swiftly into a new kind of imagery. We felt the powerful gaze of a new and
more mesmerizing influence: the electric and electronic gadgetry of video, film,
radio, telegraph, recordings, computers. It presented images and sounds whi¢h drew
us in and overpowered our image making system and lured us further into a world we ’
were unprepared to live in. The revolutionary New Natural World came about rapidly.
Edmund Farrell outlines the emergence of the new image making inventions which modi-
fied our experiencing and understanding of time and space.
1839, the daguerreotype; 1844, the telegraph; 1876, the first telephone message;
1877, the phonograph and gasoline automobile; 1893, motion pictures; 1895, the
first wireless message; 1903, the airplane with motor; 1906, transmission of
human voice by radio; 1920, regularly scheduled radio broadcasts; 1923, a
picture televised between New York and Philadelphia; 1930, the airplane with N
jet engine; 1932, FM radio; 1939, computer with automatic sequence; 1941,
authorization of full commercial television; 1948, LP records; 1965, the first
commercial satellite. (DECIDING THE FUTURE: A FORECAST OF RESPONSIBILITIES OF
SECONDARY TEACHERS OF ENGLISH 1970-2000 A.D,,Urbana, Illinois: NCTE, 1971, p. 74)

The elec-imagery has not only completely changed what man (primarily the youth
today) views as its Natural World but it has changed his ability to examine himself. -
Like the myth of narcissis, man has seen his new image and being totally enraptured
by this image, and having the technology for self-inspection, he is finding new meth-
ods of expanding conscipusness. Early reflections by man resulted in a consciousness
turning inward upon itself. Teilhard De Chardin expressed it as
no longer merely to know, but to know oneself; no longer merely to knbw, but
to know that one knows., By this individualization of himself in the depth of
himself, the living element, which'heretofore has been spread out and divided
over a diffuse circle of\perceptions and activities, was constituted for the
first time as a centre in, the form of a point at which all the impressions and
experiences knit’ themselves together and fuse into a unity that 1is conscious
of its own orfanizationj (THE PHENOMENON OF MAN, NY: Harpex, 1965, p. 9)

: The individualization which was a part of the print dominated world must still exist
in order to retain a unity and consistency on one's own existence. It is the singular
I which creates a total image of all that is impinging upon his senge8 and makes a
living natural sphere through which a personalized body emerges. . .It is the skin
which contains the body of our consciousness. i .

It 1s the linguistic I which 1s the expression for the total image that con-
stitutes each integral being. That thin layer of consciousness, like the thin multi-
colored surface of a bubble, reflects inward the imagks that strike the surface of
man's. multicolored senses and reveal man to himself. The new electronic imagery 1s
no less personalized in that it presents to us the 1nward images of others. But it
has made us curious again about the way consciousness is brought into existence. The -
individualization begins a further process of humanization by seeking to link up with
other centres of consclousness. This 1s evident in the consciousness revolution
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called the New Consclousness, mind research, the human potential, which has been

taking place recently. John W. White writes that
Now it is happening everywhere: meditation, psychic phenomena, Don Juan, class-
es in yoga and mind control, occult practices such as astrology and tarot,
organic gardening, pSychic plant research, and the use of drugs. Thus, on the
farthest frontiers of 4 host of exotic disciplines, researchers are discovering--
or, at least, claiming with conviction--that consciousness is the primary factor
in all experience, the fundamental ground of all knowing, all perception, all
states of being. ("The Consciousness-Revolution,' SATURDAY REVIEW, Feb. 22,
1975, p. 15)

The elec-imagery of the New Natural World and the sophisticated technology of
our scientific way to knowledge has made possible the examination of the’ very organ
which gives us a state of consciousness, the brain. McLuhan writes that

Blologists and physicists are much more aware of the radical revolution effected

in our senses by new technological environments than are the'literati, for whom

the new environments are more threatening than for those in other disciplines

(Marshall McLuhan and Quentin Fiore, WAR AND PEACE IN THE GLOBAL VILLAGE, NY:

Bantam, 1968, p. 7)

Brain research is making fantastic discoveries about neurophysiological capa-
bilities for handling information, thinking, modes of consciousness and creating
images. It is believed that the brain has more than a million channels with the
capability of transmitting 10 million bits of information each second, yet the brain's
underdeveloped condition allows it to receive only 27 pieces of information per sec-
ond. The Nobel prize winning physiologist, Sir John Eccles, believes that brain re-
search into the way stimuli 1s censored in order to avoild an overload of stimuli will
constitute a frontier in the study of awareness. (Douglass Carter, "The Intellectual
in Videoland," SATURDAY REVIEW, May 31, 1975, p. 12) Beyond the philosophical con-
cern for what is knowledge, it 1s true that man must select out of the barrage that
which makes up his reality. The electronic s do not only carry the message but
they expand man's capacity to handle a larg ore complex reality. Sir John Eccles
hints at the possibility that interpretation the more complex visual and audio
fields associated with video, film, recordin and telephone can cause complex brain
activity to increase. He states that artist eation results when

images of beauty and ‘subtlety, blending in harmony, are expressed in language

(verbal, musical, pictorial) in order to evoke vicarious experience in others.

Entrancing displays of imagery are experienced by ordinary people under the

influence of hallucinogenic drugs. . . One may suspect that the cortex under

these conditions tends to develops ever more complex and effectively interlécked
patterns of neuronal activity involving larger fractions of its neuron pop-
ulation. (Sir-John Eccles, "The Physiology of Imagination," ALTERED STATES OF

AWARENESS, Readings from SCIENTIFIC AMERICAN, San Francisco: W.H. Freeman,

-+ 1972, p. 59)
But then he fails to see the implication this has for creative imagination and de-
seribes creativeness only in regard to the kind of knowing that is the result or
critical scilentific reasoning.

Michael Shamberg says that
Right now it's believed that the language of the brain is different from any
of man's externalized media. It probably embodies an entirely different logical
structure which may even be incomprehensible to itself, internally. (GUERRILLA
TELEVESION, NY: Holt, 1972, p. 31)
Researéh is now underway which will give us more understanding of how the brain handles
images and how certain specialized activities are accomplished. Roger W. Sperry
states that "Our understanding of mind-brain interaction has been vastly altered by
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studies that now offer a clearer picture of the two brain hemhspheres and their
specialized forms of intellect." ("Left-Brain, Right-Brain," SATURDAY REVIEW, Aug.
9, 1975, p. 30) The first series of operations in which the torpus callosum, a
thick bundle of nerves interconnecting the brain's two large Eerebral hemispheres,

" 7

were performed in the late thirties and early forties on patients afflicted with
severe epllepsy. Sperry and his colleagues conducted laboratbry experiments on cats
and monkeys in which the halves of the brain were surgically disconnected. They
found that each half had its own '"private sensations, percepts, and learning experi-
ences all cut off from the awareness of its partner hemisphere." But these tests
with animals did not reveal that in human brains the right half and left half are
specialized in different kinds of functions. This is because of the ability of man
to perform complex symbol behavior in the form of language, which of course separates
him from other animals. The first chance to study the split brain phenomenon in
humans came in 1961, and since then several people have undergone callésum-cutting
operations. Researchers have found that the left side of the brain is highly verbal
and mathematical with the capabilities of performing analytic, symbolic, computer-
like sequential reasoning, The right side of the brain is spatial and mute, per-
forming synthetic spatio-perceptual and mechanical kinds of information processing
that cannot be simulated by computers. (Sperry, p. 31) The left side of the brain
is the area which develops almost all verbal functioning and the right side of the
brain is visuospatial and makes itself known through dreams and fantasies. (Richard
D. Konicek, "Seeking Synergism for Man's Two-Hemisphere Brain," PHI DELTA KAPPAN,
September 1975, p. 37)

Consider how we acquired the conditions we find in our contemporary world for
recelving the elec-images which assemble to form our conception of réality: our New
Natural World View. As far back as Aristotle, man knew the importance of developing
verbal language skills '"not only for their usefulness, but also because many other
gsorts of knowledge are:acquired through them.'" (Richard McKeonon, "The Basic Works
of Aristotle," in George Pappas, ed., CONCEPTS IN ART AND EDUCATION, NY: Macmillanm,
1971, p. 4) Many scholars acknowledge language as man's greatest invention. As
Susan Langer puts it,

By medns of language we can conceive the intangible, incorporeal things we call

our ideas, and the equally inostensible elements of our perceptual world that

we call facts. It is by virtue of language that we can think, remember, imagine,

and finally conceive a universe of facts. . .Yet there is a great deal of ex-

perience that is knowable not only as immediate, formless, meaningless impact,
but as one of the intricate web of life, yet defies discursive formulation,

and therefore verbal expression. ("Expressiveness," George Pappas, ed., CONCEPTS

IN ART AND EDUCATION, NY: Macmillan, 1971, p. 172)

For the past 500 years, from the invention of movable type and into the contemporary
institution of schooling, print hag dominated our thinking processes and research is
now revealing that one-half of the brain, the right side of non-verbal, imagistic,
intuitive and visual-spatial, has gone undeveloped. People are born into a new ~
enviromment and only knowing that enviromnment for their total reality, find it easy

to accept- the characteristic of the new environment in regard to information getting
and recelving, concepts of time and space, nature of imagery (both mental and physical)
and what 18 believed to be fact and fantasy. Others, who have lived through the trans-
formation, many times because of prior deep seated, conditioned responses or a des-
perate need to belong to the new environment, make half-conclusions and reject still
valuable processes such as reading and writing before the transformation is complete.
This has been the case of the "electronic prophets" of the 60's in their attitude
toward print media. s g

Now that the transformation is nearing completion, the vast amounts of video and
film and audio images have emphasized development of the right side of the brain. The
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visual-audio world of the elec-imagery has transformed our Natural World, and print
as a way of life is gone. I have two major fears: (1) that print, with its ability
to stimulate personal imagery will go undeveloped because of the attitude proposed
by many of the electronic prophets and the willingness to people to believe that
print is dead, and (2) that without a means of maintainipg personal imagery, the
steady barrage of outside elec-images will take the place of personal imagery and

: experiential awareness and we will become subservient to the very technology which
could offer a vastly expanded consciousness. We may have the condition in which
awareness through sensory experience is being replaced by experiencing through the

s ~video and film cameras, data pouring out of computers and relationships with others
through recordings and telephones. We will not have active, creative, imaginative
thinking people who can reshape and mold the incoming elec-imagery into the personal
imagery that keeps them master of their consciousness.

The transformation from a print-imagery into an elec-imagery has been one of
confusion and chaos. When the awareness of our New Elec-Natural World increased to
the point that its characteristics and impacts were becoming visible, it was embraced
to the point of excluding print before print had a chance to alter its role and main-
tain & viable place in our new environment. This is wrong and to say it is wrong 1is
not reactionary or conservative, but futuristic thinking. Evolution carries with it
change and many times that change 1s extreme. But to see how verbal language, one of
our most potent, powerful and rich tools, will transform is to also see 1ts timeless
quality and the essential nature which keeps it young through many transformations
of our Natural World. Verbal language has a type of abstractness that is at the same
time unique to each person and universal to all persons, This quality of abstract
language neutralizes the dichotomy of individuality and universality and allows the
viewer to see the full spectrum of linguistic reality as it shapes the Watural World

. of man rather than hopelessly see only parts, without knowing how all of the parts
interact to make up a synergistic whole. The abstracthess of verbal language, used
to express a writer's view of reality, is then translated into the reader's own per=-
sonal mental imagery, allowing him to process the information into his own view of
reality. The imagery print dealt with was incidental (sequential--one event following -
another), concrete in time and spdce (sensory), and used fantasy to explore the limits
of reality. The elec-imagery is coincidental in that it seems to follew a chiance
order rather than a logical sequence (lack of causality). Change has increased so
fast that evolution has taken on the qualities of revolution. The images are still
gensory but the breakdown of time and space has created imagery which is the product
of ultra-sensory sources. And the fantasy which allowed people to try out thelr ideas
about religion, love, and social structures has given way to a hoard of futuristic
alternatives which are sometimes frightening and sometimes exhilarating but are all
imaginable. We live with the feeling that anything is possible and nothing is fantasy
anymore., The imagery of the pre-electric Natural World grew out of a direct sensory =
world rearranged into the fantasy world which formed the basis for creative thinking,
structuring and ordering. Imagery is still part of natural man in the electric-elec-
tronie world but it has changed. The advent of elec-media 1s organized into a con-
figural structure (picturesque ordering of parts into shape and form) and is accom-
panied by aural space (sound) and oral (verbal talk) context. It is not different in
kind from direct sensory information but it has taken on dimensions which make it
ULTRA-SENSORY. It has transcended the boundaries of the senses and created a new time
and space extension of the old time and space. It is coincidental in its rhythms and
flow of things as they come together and separate in what seems to be a random order.
This randomness 1s not a lack of structure but an alternative structuring of informa-
tion which is different from the way print styuctures information. J.P. Platt cbserves
this change in the reorganizing of imagery saying that

The universe should not be regarded as made up of 'things' but of a complex .

hierarchy of smaller and larger flow patterns in which the 'things' are invariant
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or self-maintaining features of the flow. . . it 1is no distortion to speak of

this world reorganization of all our patterns as a 'quantum jump' or as a

sudden collective change of awareness or flash of understanding for the human

race. ("What We Must Do," SCIENCE, November 28, 1969) 4 ,
The change from a print-imagery Natural World tgl an elec-image Natural World

has been so sudden and so extreme that the people who have 1lived through the trans-

formation are entrenched in the 19th Century world view and are unprepared for the

New Natural World. The young, who are innately a . part of the New Natural World have

lost the social process of education where teachers, who have an advanced state of .

consciousness, do not exist and the young are 1&ft to their own immature strength and

naive consciousness to master the New Natural Environment. A threat to our survival ’

is that the elec-technology seems to hold so much fascination for our young that they

are mesmerized by. the imagery it dangles in front of their senses. It seems to be

transferring the imagery process from a personal inward creation of consdiousness to

images which are constructed outside the individual and these images are dangerously

impersonal. The images which make up our view of reality may not be our own, but

elec-images which wash over us from the media until all of our thinking is done with

ready-made images, conclusions, concepts and values. Creative thinking and aesthetie

sensibilities may be at a new low. We may indeed have a poverty of authentic, crea- ~

tive people amidst a wealth” of tools and resources.

Teilhard De Chardin has described a change in the process of thinking called
reflection or the ability of man to turn inward upon himself, to examine himself, to
not only know but to know that he knows. He became the object of his own examination
and his new natural conscioysness was fused together out of the events of his own
living and the imagery created by verbal and mathematical language. The creative
energy traversing his new reality resulted in structures which we call art, love,
feelings of anxiety, logic, language, all of the tools and inventions and discoveries
which materialize the new forces into conscious reality.

# The intensity of the reflection has increased in quantity in that the new-elec-
tric imagery 1s fast, abundant and familiar. The reflection has changed in quality

in that through a configural and audio space the image is concrete, in that it is
super-natural. But it is alien in that it i1s consummated outside of our inward 1ife
space. The images and information from an elec-media bombard our newly formed cen-
ters of consclousness, and a fission occurs, a spontaneous breaking up of the older
spheres of consciousness into new organic spheres each complete in 1its ability to
impose consciocusness. The energy which will be created by this fissure of elec-images
into new spheres will form new qualities of living yet undetected and unformed, It
will take courageous people to explore this new world.

Print, in its ability to eliciﬁJperaonal imagery during the process of reflection,
created a state of turning man's consciousness inward upon itself. Elec-media in its
bombardment causes a potential for splitting into a new kind of consciousness if we
can personalize the splitting of our center of reflective consciousness. TIf not, then
these newly created spheres of consciousness will be lifeless. - We will lose our
ability to personalize our imagery and personalize our consciousness. We will become .
mindless operators of a lifeless reality .on a course of destruction.

Print and verbal language have been viewed as 16w key, slow and cbmbersome and
80 obsolete that many have predicted its demise. As it is structured, it has not been
able to keep up with. the speed of change in the electronic era. But it dees have the
ability to personalize imagery and if modified freely, it will reorganize into a tool
to personalize the bembardment of elec-imagery we are experiencing in our New Natural
World. We need to free the people to become sensitive to the vast image delivery of




the elec-media and to develop a super-language. This language will be capable of
integrating and focusing the barrage of myriad images delivered to us over the elec-
tronic media. As we read or construct verbalness, the ultra-sensory images of the
elec-media will be transformed into new creative fantastic, personalized images and
we will gain new meaningfulness about our emerging Elec-Natural envirovnment.

- ——

The super-language is here but it is still an infant séruggiihg to come_into
existence. It must compete with older notions of what language should look like and
how it should behave. We think of verbal langage as three modes of pfesentation of
information: the written, the read and the spoken. Althéugh all three of these
modes relate in that they are part of the verbal language, they are different in the
types of imagery they produce in the person who is participating in the verbal lan-
guage. Spoken language is the first of the verbal modes to become a part of our daily
functioning and also a part of those very special experiences John Dewey calls aes- )
thetic experiences. Spoken language (oral language) is endowed with qualities which
combine with visual-aural qualities to create a configural space. As a child, we
encounter space with all of our senses and gradually, as we make meaning out of our
encounter, we begin to arrange our visual and aural space_ipto patterns which are
recognizable because each pattern carries meaning. But, the visual and aural space
is further refined because oral language extends and expands the meaning of our visual-
aural reality and sets up a dynamic relationship between our visual-aural reality and
other people's. The process of learning throwgh interaction with others amd through
transmission of cultural and accumulated knowledge now exists. Spoken (oral) language
takes our experiences of our Natural World beyond a mere sensory encounter into that
4th dimension of reflective thinking through personal mental imagery, into that imagin-

- } ~ @ _ ) [

ary and fantasy space of the mind. Through the elec-imagery, man's sensory world has
become ultra-s®nsory and he is capable of experiencing a richer visual field because
his senses go far beyond the limit imposed by the previous Natural Worlds. This sit-
uation of having a visual-aural field and oral (spoken) language moves us away from
the rational-reasonable intellectual world of the scientist and cleser to the direct
experiential aesthetic world of the artist. John Dewéy describes the nature of ar-
tistic language and how speech affects it by saying that

becdause of the comparative remoteness of his end, the scientific worker operates

with symbols, words and mathematical signs. The artist does his thinking in the

very qualitative media he works in, and the terms lie so close to the object
that he is producing that they merge directly into it. . . Speech is indeed the
mother tongue. It is informed with the temperament and the ways of viewing and
interpreting life that are characteristic of the culture of a continuing social

' group. Intense and vivid realization of the meanihgs of the events and situa-
tions of the universe can be achieved only through a medium already instinct
with meaning. The architectural, pictorial and Sculptural are always uncon-
sciously surrounded and enriched by‘?ﬁiﬁeﬂughag proceed from speecH. It is
impossible because of the nature of our organic™# ltion to exclude this
effect. So men Iin general are not aware that they have been™&®ercising an art
as long as they have engaged in gpoken intercourse with others. (ART AS EX-

PERIENCE, NY: Capricorn, 1958, pp. 240-241)

The oral language finds much of its expressive meaning in the real and tangible
physical scund. The audio sound links up with the oral language making the oral
language a part of the rhythm,- pattern and flow of an actual sensory experience. It
becomes an integral part of the aesthetic qualities which shape the meaning of an
event, It becomes part of the given experience in time and space and can actually
become a medium which binds the separate parts together into a meaningful experience.

We have an aesthetic of the qualities of the imagination, and the personal images
that comprise this domain draw meaning out of the mother tongue of spoken language.
7
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The print (writing and reading) domain of verbal language releases this hfgily per-
sonalized imagery much in the same way the video, film, radio, and LP release the
ultra-sensory imagery of the New Natural World. Eccles writes about the ability of
verbal language to evoke imagery by saying.
Language, whether spoken or written, is overwhelmingly important to the function
of memory and becomes increasingly so with education and cultural development.
Thus we learn to experience vicariously the imagery of writers and artists.
Poetry is a-particularly effective medium for the transmission of imagery, tran-
scending time and place and appealing to all who have educated (developed the
appropriate brain patterns?) themselves to have In thelr cortex engrams ready

to be evoked-by-the reading--or better still--the hearing--of some 'pregnant'
lines of poetry. The word “pregnant' is significant of our experience of the
wealth. of evoked imagery. (Eccles, pp. 37-38) . a“,

- .

Oral verbal language functions very well within the elec- imagery " Reading and
writing (print) will continue to exist and function 'in a very important role. It
will assist+us in actively processing the elec-imagery that makes up our New Natural
World into personalized images. It will assist in releasing us from the passive
participation of a '"viewer culture" and allow the electronic viewer the freedom to
manipulate, juxtapose and creatively control his imagery for the way of thinking and
making decisions that are required ever so rapidly in our fastback life. But verbal
language, whether spoken or in print, will change into a new super-language. We are
creating, through becoming an organic part of the ultra-sensory, Elec-Image New
Natural World, a new language. As Youngblood puts it o

A new language is the seed of a new world. We are making a new world by making

new language. We make new language to express our inarticulate consciousness.

Our intuitions have flown beyond the limits of our language. The pvet purifies

the language in order to merge sense and symbol. We are a generation of poets

(Youngblood, p. 419)

Our super-language will contain potent combinations of words which will release a

- flood of psychiec elec-images and will propel the reader, writer or listener into a
reality rich in subjective meaning. Elec-imagery, which 1s now global, thrust us
back into a single group where we find that we are deeply involved in everyone else's
business and ‘everyone else knows so much about us and our concerns that our subjec-
tive self has been eroded. We struggle to overcome the anonomity of the modern,
crowded fast-changing, hyper-imagistic lonely environment. We need the quality of
verbal language (print and spoken) to persvnalize our elec-imagery and help us re-
gain the all important "I" but with a bond between the "I" and others, a shared in-
tersubjective consciousness.

What 1 have been talking about does constitute a shift in some of man's major
gucial patterns, his institutions, the nature of how he interacts and communicates
with others and his level of conseciousness, and marks another leap forward in his
evolutionary journey. The revolution has the dual nature of being either a tool for
enlightening man or a weapon for enslaving man. The time that George Orwell envi-
sioned 1s almost upon us and whether or not his "Big Brother" concept of a communi-
cation system that destroyed man's freedom and made him a slave 1s to be fact or
fiction 1s now being consummated. In a recent Time magazine article titled '"Can't
Anyone Here Speak English?" the crisis that verbal language is now going through is
described like this:

Today, many believe that the American language has lost not only 1its melody but

a lot of its meaning. School children and even college students often seem dis-

asterously ignorant of words; they stare, uncomppehending, at simple declarative

English. . . Others believe that the language is 'taught badly and learned badly

because American culture 1s awash with cliches, officialese, political bilge, the

surreal boobspeak of advertising ('Mr. Whipple, please don't squeeze the cortex')
and the sludge of academic writing. It would be no wonder if children exposed to

o
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such discourse grew up with at least an unconscious hostility to language
itgelf. (''Can't Anyone Speak English," TIME, August 25, 1975, p. 36)

I would encourage teachers of the English language, and all people concerned
about the effects of the commumications revolution and the need to get into the New
Natural Environment of electric ultra-sensory images, to take an attitude that all of
the unrest, all of the agonies, all of the insecurities are birth pains prior to the
delivery of a new world for mankind., You should all join “in the revolutiOn by opening
up to it and help develop it into a tool for increasing and expanding man's con-

. sciOusness. Anthony Burgess writes of a poet named Enderby who challenges his life-
less "creative writing" class by saying
A1l that's going to save your immortal soul, maaaaaan, 1if you have one, 1s
words. . ., Sooner or later you're all going to jail, . . All you'll have is
language, the great conserver., . . Compose in your head. The time will come
when you won't even be allowed a stub of pencil and the back of an envelope.
(Quoted in "Can't Anyone Speak English," TIME, August 25, 1975, p. 36)

[}

SHOPTALK: -

"Obviously, something is seriously wrong with American education.® Students are being
promoted from the first grade to the second grade whether or not they have learn-
ed to read. Students are belng graduated from high school regardless of whether
or not they have mastered any specific body of knowledge. Many ligh school gradu-
ates, as a result, can barely read. This is called “'social promotion.' Today, it
is considered improper to leave students back, or to compel them to master any .
body of material. While some may believe that such an approach is benefiéial to
students, it is difficult to understgnd how a lack of ability to read, write and
do arithmetiu can be considered helpful." (Allan C. Brownfeld, "It's High Time
To Hold Schools Accountable,” PHOENIX GAZETTE, September 22, 1975, p. A-6)

K
@

"The College Entrance Examination Board released its analysis of 1975 test results .
recently. The figures were shocking, dismaying, disturbing--pick your adjective--
‘but they were not surprising.
Any experienced educator, any newspaper editor, any personnel director could have
predicted the dismal report: Test scores last spring dropped for the 12th con~- |
secutive vear. The Class of '75 scored 10 points lower in vsgpal skills and 8
points lower in mathematical skills than the high school graddates of the pre-
ceding year., The average scores were the lowest in two decades.
There is a defensive tendency, in certain lfberal circles, to explain the decline
in terms of the increasing number of 'culturally disadvantaged' students who take
the tests every year. The-theory holds that the tests are ”culturaily blased,
. but the theory is speciocus., The standardized tests are based on verbal and
’ mathematical skills that should be within the grasp of any high scheol graduate
applying for college entrance. In any event, the increasing numbers of such
disadvantaged phpild are not significant in a tedt group of nearly a ‘million
students.
What we have here is disaster., Perhaps the mogt disheartening tigures have to do
with the 207 decline in the number of students scoring at superior levels on the
. verbal test. This test measures simple literacy--the ability to read, to write,
to understand and t¢ communicate. These are fundamental skills, on which all
else depends. It is bad enough that mathematical skills are dropping; we are
ralsing children who cannot make change, d@uble_a recipe )\ measure board-feet or
caleculate miles per gallon. It 1s worse to raise a generation unable to read and
to follow the. instructiong on a box," (James J. Kilpatrick, "Schools Fail the
Test," LOS ANGELESTIMES, Sept. 17, 1975, p. II-7)
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A LABORATORY APPROACH TO TEACHING '"THE BASICS"
IN COLLEGE COMPOSITION COURSES

AlumfA. Ilacqua, LeMoyne College, Syracuse, New York

"How can I write creatively if I have to observe all sorts of rules of grammar

and mechanics? Do the words really matter, so long as I know what I mean? Are
t  form and structure really important? TIsn't it the idea that counts? 1Is it really
possible to learn how to write? 1Isn't writing talent a 'given'?" '

Questions like these occur often in college composition courses, chiefly
because beginning writers fail to perceive writing as a discipline with its own art
and forms. Unlike their professional counterparts, who know that even the best

- ideas can be weakened by poor grammar and faulty diction, novices view fundamentals
-as merely restrictive. h '

In teaching composition, I stress the positive aspects of "the basics." I
avoid rote memorization of "rules" and concentrate, instead, on student editing and
, criticizing of manuscripts-in-progress.. Although T employ lecture materials to
3 Aprovide‘h useful frame pf reference and réquire extensive out-of-class writing to
encourage vitally needed:practice, I'firmly believe that® the real business of
teaching and .learning occurs in workshop sessions. Using the students' own works
as laboratory models, I help class members discover that writers communicate most
effectively when they observe traditional theories of rh&toric and achieve' complete -
centrol of grammar and mechanics. . - :
. <& -2 . L .
é&ﬁge I teach many writing courses, from freshman' mposition to upper-division
. journalistic and technical forms, I adapt teaching materii®g_to_the abilities and .
vocational interests of students. However, my methodolo y #irly consistent.
Generally, I begin all courses with diagnostjc work, ‘tool pr tice, lectures, and .
class exercises. Following this relatively -brief orientation phase, I progress,
through four separate laboratory segments, to increasingly sdphisticated writing
and editing experiences.’ During these workshops, which occupy the majority of class
periods, I constantly aim for total student involvement in all aspects of manuscript
analysis, . T T o '

. At the first orientation meeting, I ask students to write for thirty or forty
minutes; To stimulate thinking, I.frequently preface the assignment with a short
g film or slide presentation on a controversial or dramatic subject. I offer students
free choice of topic, mode, and style. From information provided by this prelimipary
writing, I obtain significant data on levels of creativitgﬁfability to isolate and
develop ideas to a logical conclusion, and knowledge of tool skills. I am thus able
to plan groupings for later workshops, choose areas ‘for special emphasis in lecture,
« ' select writing samples for laboratory use, and prescribe necessary remedial ’
- instructibn%€ I find that'egen the best students peed a brigf revieWk of the basic
rules of grammar and mechanics, while weaker students may require supplemental study = - .
in a programmed workbook for part or all of the semester. . o
For the next two or three orientation.m etings while all students are gaged
in basic review work, I lecture on writing theory. To help explain the prin iples 6 ‘
of unity, coherence, and emphasis, I utilize transparencies drawn from the students' iﬁ:
preliminary writing assignment. : I interspérse*the illustrated lectfires with ing N '
class exercises intended to increase student awareness of material covered in the )
lectures. Using garbled paragraphs writfen by former students, I usually obtain
lively discussion not only on wrié&hg principles but also on grammar, punctuation,
diction, and style.. I conclude this segment by showing successful rewrites of the

sample paragrapfi;}?o that étudents may compare and evaluate their own revisions.
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After the lectures and class exercises, I begin the workshgp phases. Briefly,
the workshops involve in-class student criticism of work written outside of class.
Ideally, they evolve from closely-supervised sessions to, student-directed projects
in which the professor functions chiefly as a roving consultant. Actually,’ they
provide maximum flexibility and a stimulating setting for teaching and learning, as
colleagues who have tried the method will attest. %

Throughout the course, I try to furnish a diversity of writing experiences. -
So that students do not endlessly practice one type of writing to the exclusion of
all others, I prescribe various modes of discourse, at-least for the initial
sessions. However, I permit free choice of topics -~ an option that often terrifies
students. For writers who have difficulty finding "something to write about," I
provide dittoed lists of subjects and free access to audio-visual materials.

For the early pattern practices, I limit writing length to one paragraph of at
least six sentences. Before class, [ read and select six or eight representative
samples and duplicate them for workshop study and discussion. Until students B
develop sufficient professionalism teo offer and accept criticism objectively, I do
not identify the authors of the workshop selections. At class time, I divide the
students into small heterogeneous groups. I ask.each group to function as a panel

of '"experts' for ONE piece of writing and to deliver an oral critique of the assigned

piece. [ expect each group to read ALL of the other pieces, so that-they will be

_able to react intelligently to the presentgtions of the "experts."” I also request
consideration of all aspects of the writing: organization, development, diction,
grammar,.and mechanics. To guide beginning students, I often provide a checklist
designed to evaluate the effectiveness of the opening, the direction of the
supportive material, the validfty of the conclusion, and numerous technical factors.
Although I function as unobtrusjively as possible during this first workshop phase,
most students realize I influenc® the character of the learning experience by my
choice of wrltlng samples and by my comments on the oral critiques. At this point,
ther require a good deal of direction,.and thev welcome it +

In the beginnin&, only the most discriminating students are able to perceive

- anvthing beyond the most flagrant violations of unity or the most obvious abuses
against .grammar and usage. Most students readily recognize a sentence fragment, a
comma splice, and“a shift in tense. However, few can isolate, define, and correct
misplaced modlftgrs? inexact parallelism, fadltv pronoun reference, and shifting
perspective. Even fewer can distinguish between irrelevant tangential observations
and bona fide supportive evidence. Almost none’ can judge which of several synonyms
carries precisely the sought for nuance of meaning, Nevertheless, all students

" benefit from the trequent expogure to a variety of writing problems and fror: the
pedagugv that springs naturally out of the workshop situation. By the close of the
first workshop ségment, even the most non-verbal are aware of form, structure,
langunage, and mechanics ‘Moreover, all are eager for more sophisticated w0rkshop
experience, , ; |

For the second phase, I divide the students into new heterogeneous groups so »
that they may-interact with different writers. Thig time, they work with theit own
original manuscripts rather than'with selected samples. Before each meeting, I read
and evaluate every paper and log my f;ndings in a notebook which I take to class.
Such preparation enables me to contribute to each group during class tim&. In -
workshop, T function as “senior edltor, corroborating, correcting, or enlarging upon
the btudents recommendations.

Unless persondlit‘ conflicts warrant changes, students remain with the same

jsroups throughout workshop phase two. As they struggle with various writing
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problems, they become tightly knit working units. They en%ourage each other to -

. rewrite, and they cheerfully lend assistance when a troublesome passage needs
rephrasing or restructuring. Conversely, they impatiently reprimand students who
make the same errors over and over. They tend to be more demanding and critical |
of each other than I. In striving to impress an editorial board of their peers,
they work very hard, often exhibiting tremendous improvement, By the middle of
phase two, students are generally working on two- to three-page articles rather
than single paragraphs.

“ o
&

Toward the end of this phase and occasionally again before the final phase, I »
require individual private conferences. Before the conferences, I ask students to
re-read all of their writing to date, and to review all criticism of their work. I
also ask them to log and analyze their findings. In most cases, students discover
their writing reveals distinct patterns of strengths and weaknesses. Often, mere
recognition’ of their tendencies provides the stimulus needed to conquer a flaw or
sharpen an ability, .
After students have gained some expertise in handling basic writing skills and
various modes and lengths, I reorganize them into homogeneous groups. Such division
. works as well for the gifted writers as for the students who may never be able to
achieve more than accuracy and clarity. Homogeneous grouping removes some pressure
from the pedestrian writers who, after a certain point, begia to develop feelings
- of inferiority alongside their more gifted fellows. It also spurs Lo greater
creativity theé more capable students who, in the heterogeneous group, may have
started to form exaggerated notions of their capabilltles. During this phase, I
strive to give students maximum re5ponsibility, and I function largely as a roving
consultant rather than as a $enior editor.

"This segment is usually the shortest; yet many students find it the moét
worthwhile. Some“feel it should be longer or should occur earlier; but after
experimenting for years with various course structures, I believe its success is .
due precisely to its brevity and pl#cement. Phdse three benefits all students. It )
helps weak and average writers because, after the orientation sessigps and
supervised workshops, they are acutely aware of writing principle® and grammatical
rules, and they need only further practice. It benefits the gifted writers because,
by this time, they can handle structure and mechanics auteomatically; they require
only freedom to experiment with form, and competition from other gifted writers.

. For the fourth and final phase, I disband the small groups and reorganize into
Q" one large workshop. For this segment, I place no limitations on genre, mode, or
length. I ask-only that each writer have firmly in mind a specific purpose and
cledrly defined audience, and that he adhere strictly to an agreed schedule of "first
drafts," "revisions,'" and "finished manuscripts." I require students to type their
work on ditto masters which must be ready for processing and distribution twenty-
| four hours before class time. By handling the reading and editing outside of class
time, we are able to discuss several manuscripts during each class‘period.

"Each work is presénted twice in workshop. The final version is due during .
examination week and takes the place of a formal final. Although students are
required to show only a first draft and one revision, most discover they must rewrite
each version several times before presenting it in workshop. Often, they meet
informally with other students or with me to discuss work-in-progress.

The schedule of first drafts and revisions is more than a matter of logistics.
The process forces each student to pace himself as'professional writers must, It . .
allows sufficient working time for writing and rewriting. More important, it provides
fof the’ all-important 'cooling-off" period that helps writers develop emotional -
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detachment “toward their work.

This open forum format also permits exposure to a greater varlety of themes,
genres, styles, and writing problems. It provides unlimited opportunity for brain-
storming and critical dialogue among writers who, by now, are comfortable with each
other and knowledgeable about methodology. Finally, it dramatizes the process of
molding and ‘refining raw materials into a finished production. :

As students see one paper after another take shape in the various workshop
segments, they learn lessons that no amount of study, memorization, or drill can
offer. They discover that "the rules'" do not inhibit creativity; rather, a facility
with "the basics" enhances fancy and increases productivity. They realize that,
while content is important, ideas are no guarantors of success. Indeed, they soon
appreciate that words, form, and technique '"count" a great deal: poorly used, they
can demean a great thought; skillfully employed, they can dignify a mediocre onme.
They find, often with surprise, that writing is not some mysterious alchemy practiced
solely by the talented, but that it is sheer hard work. Although they recognize
individual differences in aptitudes, they percelve that even the least gifted can,
with effort, acquire the skills to communicate accurately and clearly. Best of all,
they experience the satisfaction of creating -- through: imagination, knowledge, and
discipline -- manuscripts that are nqt merely adequate, but often exemplary,

SHOPTALK:
Writing about the retirement of Mortimer Smith from the Council for Basic Education,
- James' Kilpatrick summarized Smith's farewell address to the CBE Board. Smith
noted that ", . .two overlapping functions must be emphasized in schooling--the
. acquiring of basic skills and knowledge, and the development of moral sensibility,"-
Smith observed that some people believe the schools "would do well to Steer clear
" of Epral affirmation entirely,' and then noted, "There are many fraudulent or
counterfeit aspects of our private and public lives that could, be discussed in
social studies classes. We could begin with examination of a common human fraility,
the wil}iugnéss of people who-would not steal from each other to steal from the
telephone company." (James _Kilpatrick, "Mortimer Smith: His Work Merits a Salute," -
ARIZONA REPUBLIC, Nov. 25, 1974, p. A-6) .
"But the point I would stress is that 'relevance'--or 'revelance;' as one still oeca-
sionally sees it written and hears it pronounced--is really one of the looser
words: it is overworked and overplayed and has become a colossal bore. Let me
be clear: T am not maintaining that what is relevant is not central to any in-
telligent action or thought. In concrete terms, one cailnot hope to solve ewen
the simplest practical problem without being able to distinguish what is relevant
to the solution from what is not. Or, to-move to a higher level of abstraction,
the conduct of any intellectual inquiry--philological, literary, historical,
sclentific, philosophical--is s;mply inconceivable without separating what 1is
- pertinent and appropriate to the investigation from whatois noty ' But the phrases
‘to the solution' and 'to the investigation' are the crucial, operative phrases.
'Relevance,' since its birth into English through the legal terminology of
sixteenth-century Scotland, has always appeared in contexts where the point of
reference:1s either explicitly stated or clearly understood. Nothing 1s, or
‘ever has been, or ever will be 'relevant' or 'irrelevant;' something must always
. be 'relevant' or 'irrelevant' to something. ‘'Relevance'has become banal precisely
because people use it without clearly.identifying their frame of reference. When
this happens it 1s a sure sign of fuzzy thinking, or of empty rhetoric; a sign
that a speaker or writer isn't really clear about his meaning, and a sign that a
hearer or a reader ought to be on guard." (John H.  D'Arms, "The Banality of
Relevance,' CHANGE, April 1974, pp. 36-37)
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THE SHORT, UNHAPPY LIFE OF CAREER EDUCATION
John Simmons, Florida State University

You might say that Career Education was doomed from the start--at least as it
was touted by some of its rabid proponents back in the early 1970's. What inroads it
has made in elementary school curricula I am in no position to judge; probably it has
had very little on the little ones or their teachers, as my colleagues in Elementary
Education contend. But on content area instruction at secondary grade levels, it
appears to have made scarcely a ripple, at least from where I sit. “

Not that there aren't some highly worthwhile aspects of the concept. There are
indeed. But for most content area teachers in secondary schools, it was. the wrong
movement, at the wrong time, in the wrong packages and delivered by the wrong hands.
And for junior and senior high school English teachers, the tribe to whom I most
directly state my contentions, it couldn't have been more badly timed., Here's why
I think so.

Fundamentally (get ready to put up your dukes, mes confreres) English is a con-
servative and academic discipline. While the sciences, for example, must continually
reconcile their offerings with the research findings of the moment, English consis-
tently looks to the past for its content. After all, Shakespeare is gtill big, isn't
he (with us, that 1is), and the Bard died long ago. The Roberts Linguistics sgeries
and NEW DIMENSIONS IN ENGLISH are gathering dust on some,spacious warehouse shelves
while Warriner's was never so popular, at least with the rank and file I know,

But the English teaching gentry has been jumped on plenty recently and much of
the stomping has been perpetrated by those who fervently term themselves "innovators,"
From August Franza (an English teacher once removed) and his "Abolish English" crazies
to the reading, media, film study, individuddized instruction, transactional analysis,
oral-dramatic, etc., etc., freaks, the teacher of English in this country has received
a pretty clear mandate: change or die. And, at this drqmatic“juncture, along comes
the Career Ed apostle with an unequivocal message: add it in its spirit! Believe in
it, and do something now. : ’

. ,
It didn't help matters any that the chairman of the board of these apostles was

the then U,S, Commissioner of Education - (a Nixon appointee) Sidney D, Marland Jr. who
was, as they say, a man possessed about his brainchild, There was no doubt from the

* beginning that Marland was the champion of this .cause. He made it his top priority
commitment and doing so, quite unmistakably shoved it down people's throats. ~Those
wio were asked to lead the incorporation of the Career Ed spirit into the English
curriculum«-scholars, teacher educators, supervisors, classroom teachers--weren't
recruited;'they were threatened with extinction and/or cajoled with some 1984ish
claims about the inevitability of Sidney's baby in the educational world of the future,

At a luncheon held for English educators during the 1972 NCTE meeting in Minne-~
apolis, I sat at the head table apd caught the full broadside of Mr. Marland's dream.
It was an exhortation of the firss magnitude winding up in-this vein:
We need humanists to help us elaborate-and refine this concept of Career )
Education. We need humanists to guide our groping for these deeper human X
concerns on the job and off the job. And-it may be that we humanists, "
ourselves, need such a highly utilitarian exercise to sweep us back into '
youth and remind ‘'us of our ériginal purpose--which is-to buttress the spirit
. with the Enowledge that another man, in another time, passed this way before,
suffered and joyed as we do, and paid hisigues for the magnificent privilege
g and heavy responsibility of being-human, é'peciaﬂ&y in this remarkable land
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of ours. Neither -centuries nor.social station can separate us; only our own
intellectual myopia can. .

Look around. Our beleaguered castle is not really being assaulted by the
champions of other disciplines called occupational. They're not attacking &
our fortress at all. They're just detouring around it, because so many of

. them, including students, don't think we guard anything worth taking. ' If we
- in the humanities continue or regard more 'practical' people as our enemies,
and 1f we continue to be theirs--it will be our own damn fault, (Sidney P.
Marland, "Meeting Our Enemies: Career Education the Humanities," ENGLISH
. JOURNAL, September 1973, p. 906)

What T also remember is that the then commissioner refused to answer questions;
he had a plane to catch. .

The problem posed by Commissioner Marland with respect to the place of Career
Education in public school curricula was far greater than that of his awesome title:
in the land of carrots and clubs, he held a lot of carrots. During the 1960's and
on into the early 70's, large numbers of college teachers (myself among them), state
department bureaucrats, and county officials had become used to the grand game of

- chasing the federal buck. Grantsmanship, the art of writing proposals adequately
seductive for the garnering of federal funds, was a game that large numbers of these
educators had learned to play. Thus, when the possibility of recelving federal sup-
port for a Career Education undertaking--any undertaking--became evident, large *
numbers of these veteran proposal writers jumped for the bait, English educators being
prominently represented. It is almost impossible to avoid reflectifig on the sadness

* of this situation: people from various fields totally or at least largely unfamiliar
with the concept, frivolously scribbling away at pleas-for projeef support. Sadder
c v : still is the fact that there really was no field, strictly defined, at the time.

The plight of English educators in the evolution of Career Education may well

. have been typical, In developing their proposals, they found themselves faced with
the necessity for communicating with two groups of people they had previously avoided
painstakingly: vocational educators and State.Department of Education bureaucrats.
The latter grdup was used to conversing in a language which was clearly foreign to
English educators. The former group had long harbored some deep seated resentments
about the way in which their status as educators had been perceived’by the English
teaching profession or, for, that matter, by any academic types. ; This group wag\wuié(
aware of the tradition that the smart, clean, well-dressed kids | went into college pfep
classes in high school, while the dumb shabby ones, went to the shops and got’ dirt
under their fingernails. To say that: communicatiomramong these three agencies was
tentative, would be a glassic understatement. - It would be hard not "to be persuaded
that only the prospect of federal largesge held them together. “

Meanwhile, back at the classroom, seEOndary school’ classroom teachers plugged
away at their prescribed, exhausting, time consuming tasks. The great thoughts 3
emEnating from proposals developed by the unholy alliance described above never
reached most of them. Those Career Education ideas, materials, ete., which did not
come down were largely in the form of exhortations to infuse Career Ed concepts into
current courses of study. These statements were seldom accompanied by suggestions of ..
how to do it or with what.

-, But classroom teachers of English were used to this by now. Daring the past ten
years or so, they had been harangued about using the "New Rhetoric" in their compo-
sition instruction (most hadn't heard much about the 01d), replacing traditional
prammar with something called "Linguisties," the inclusion of Multi-Ethnic literature,
and other such additions to their already bulging programs. In the late 1960's they
had been confronted by the demand that they spell out what they were doing in .

S
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Behavioral Objectives and that they package thelr offerings in_Jndividually Prescribed
Instruction modules, the Systems approach to becoming Accountable. Some of them even
learned the tricks of the trade in writing Behavioral.Objectives. It made for lots of
fun on in-service days. In other words, just prior to the advent of the Career Edu-
cation "movement," those embattled teachers had been exposed to a gut full of "in-
novation,"” They sensed by now that if they just waited patiently, the thing would
undoubtedly go away. After ally what meaningful results of curriculum activities
sponsored by professors, or state level educrats had ever really filtered down to
them worthy of implementation? Their consistent lack of involvement in such projects
had inured them by then.

»

In a way, the in-service activity in Career Education and the identifying of
Career Education “specialists" in State Departments of Education, in county offices,
and on school faculties to conduct them were the most laughable of all the nuances to
which secondary English teachers had been exposed. Guidance counselors, curriculum
coordinators, reading specialists--these they could usually tolerate. At least such
individuals could generally be expected to, have come from respectable, well orgamized
‘graduate level training programs offered by educational psychologists, reading author-
ities, and university instructors experienced in curriculum supervision and develop-
ment. None of these credentials could be applied to Career Education "specialists" at
any level. Typically, a vocational education person or a minor guidance official was
chosen, both hastily and arbitrarily, and was dubbed with CE title. He/she was given
some sketchily organized, badly written CE "literature," asked to assimilate some of
the jargon, and sent forth to indoctrinate curriculum superviSors and classroom
teachers in the ways of this new educational wonder drug. Most English teachers hung
in there; they were aware of the past, and it this case, were persuaded that matter

ek

could neither be ereated or desthoydd. il ¢ué -~

Probably the greatest single factor in the quick impending downfall of Career
Education was the onslaught of proclamations by its champions of some tragically
grandiose ideals. I use the possibily  infelicitous phrase "tragically grandiose"
because 1 feel that they were just that. Consider what some of the fundamental aims
of Career Education are: ) ]

1. The reconciling of immediate curricular benefits with the long range--well
coordinated Career Education components ird units of study could assist the teacher
in responding to the "what good is this stuff?" query which kids often pose. :

2. The reconciling ofgyvocational matters with those largely academic--the value
of study in various content areas to "real world" activities in which careers of
several kinds are related to traditional subject matter.

3. The reconciling of certain "practical" activities with those usually con-
sidered to be intellectual--in English, for instance, the incorporation of such con-
giderations as values clarification, décision making, self identification, and voca-
tional (broadly conceived) awareness into the study of literature and composition,

All these are broad, humanistic goals and certainly worthy of thought. Many
English teachers, however, felt that they had been involved in activities which
realized thdse goals for years and thus didn't need a bunch of ersatz instructional
packages, larded with inflated, quasi-technical language, to assist in the further
development of their offerings. They were especially skeptical when the outsiders <
who'were doing the purveying turned out to be retreaded vocational education teacher$;
themselves manifestly uncomfortable in the groves of academe.

If English teachers felt uncomfortable with the foisting of this curricular ¢
savior on them, so were thelr academic counterparts. Science teachers, filled with
a4 passionate zeal to "keep up with the things,".found no way to fit Career Ed matters
into their already overcrowded curricula, Math teachers, who were in the midst of

deviging strategies for making the abstract concepts of'their discipline both relevant
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and challenging, dismissed these nuances as trivial So Career Education had no luck
in finding a champion within the ranks of established secondary academic programs, and
the prospects for its tindinb one now are looking dimmer by the hour. -

* What might Career Education“have to offer to a secondary English curriculum?
Maybe some important things 1if its more fanatical apostles would desist in assuming
certain postures and look the real world of the secondary curriculum straight in the
eve. After all, the three ideals described a few paragraphs back speak to some un-
arguably significant issues, Problems which young people face in getting a job,

é ; in considering €he pragmatic value of a college education, were never more intense
than they are today. Perspective on approaches used in the incorporation cf Career
Education activity into English is the big factor, and the sketchily developed,
intellectually thin components offered to English teachers in the past five years are
< not nearly concise or challenging enough to meet the needs. In my years of teaching,
I've heard a,lot of complaining by classroom teachers about the lack of practicality
and relevance of too many inservice workshops. Careéer Education nwust rid itself of
this stigma, )

There first needs to be an honest ]Dining of ranks of those Career Education
school officials who still remain with the high school English departments which are
expected to present these components in the classroom. Organizing workshops, largely
lecture or slide-tape in nature, for entire faculties on the broad concept of CE must

i be brought to an abrupt halt. Teachers of English need to identify these broad com-
« cepts (self-identification, adult world values, etc.) as represented or potentially

representable in thelr own courses of study. The en need the time and the materials

the latter of their own choice or construction, j refine these components further.
A careful incorporation of these broader goals into literature and composition activity
may give those activities, more direction, and compatibility, with contemporary life;
in short, it may assist in leading English into Neil Postman's premised land of
relevance,

2

The self-identification goal is especially pertinent here. This has always been

the main theme in well written adolescent fiction as well as the literature of in-

| itiation as has been spelled out in the studies of Dorothy Petitt (1961) and Hugh
Agee (1963) and the more recent one by Alfred Muller (1973). Initiation of the
adolescent into the real world of adult society 1s one of the great, continuing themes
of American literature and its tile-in with career considerations should be both easy
and exciting.

Next, the English teacher shoyld stick to his/her knitting, leaving alone those
areas which he/she 1s not professionally prepared and has no interest., Information
about the wide world of occupations and job raining programs for voung people are
important matters of concern. They should be handled by those vocational education

| speclalists and guidance counselors whose business it is to know about them. Of
course, interesting aspects of careers can be touched on and considered during T 1it-
erature study, but the teacher of English who is intent on making his/her study
relevant to kids' needs will do this almost instinctively. No guilding or extraneous
1illies, please. s

Some teachers who are so inclined and equipped may wish to try some Improvised

Dramatic activities in building career concepts both in literature and composition.

N The dramatization of "life situations'" may provide both readiness and reinforcement
dimensions for the study of literature. They may provide stimuli for composition
development as well. To create dramatic situations which, when enacted, effectively
relate cdreer concepts to literary and rhetorical insights requires both time and
gpecial aptitude, A course in the medium from Dorothy Heathcote might help those
teachers who wish to give it a whack.
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It is in the areas of reading and certain communication skills, however, that I
feel the best efforts in Career Education should be concentrated. I say '"certain
communication skills" rather than written composition because of the very real need
for instruction in practical matters such as note taking (from reading and listening),
outlining, summarizing, and relating details. These are surely relatable to com-
position activity but are not subsumed in the motivational approaches to writing
currently being advocated by such highly persuasive authorities -as Richard Larsonm,
Bruce Lockerbie, James McCrimmon, Walker Gibson, John Ashmead,-et al. Those aspects
of writing listed above are necessary, need to be taught directly, and are generally
useful in "practical" (expository) writing. Thus maybe career topics can help form .
the content basis for their instructional development.

in reg&%d to reading instruction, one doesn't have to be a specialist to know
that you don't read reading, you read something. The choice—of materials through
which reading abilities can be refined and extended is really a fairly arbitrary
one and therefore materials related to career development may be more appropriate
than literature in several instances, especially in that they may more effectively
meet the inmediate needs of large numbers of senior high school students.

The "something'" students read can be of clearly long range value in literary
works. This 1is not true, however, of the use of the essay. Fallure to recognize
this fact has caused hosts of traditionally minded teachers to assign such turkeys
to today's adolescents as 'A Dissertation ¢n a Roast Pig," "Oxford As I See It,"
and "The Gettysburg Address," .Such old titers are not turning the youth today on and !
surely have po utilitarian value. The use of career materials could do much to put
the reading of non-fiction in its proper perspective--that of primarily instrumental
value to young people. 'What does it tell you that you need to know?" is a question
which young people should be trained to ask about non-fictidn. Career materials could -
well become th& basis for such reading comprehension activity.

- The use of career materials, as well as the acquainting of adolescents with .
" several aspects of the real world of adult responsibility, can be used to help these ’
voung people tv build the reading skills® they may well need upon graduation, such as

finding main 1deas, relating supporting details, following directions, using refer-

ential word attack skills, separating fact from opinion, and cross-referencing, to

name just a few. A direct attack on reading and the communication skills previously 3
deseribed is, in my judgment, the way to go, and career oriented materfals may just

Joffer us the best stuff around for directing this attack.

ﬂ The above would seem to be the best ways for Career Education to fit into the
gecondary English currieculum, Career Education, as indicated earlier, may well be
just one more educational fad. Some of us older types have seen plenty of them over
the years. This one has already had some rough going and may not make it, but it
has kind of a noble ring which should not be peremptorily dismissed. My suggestions
for its incorporation into English are surely not radical-revolutionary. The use of
career materials in reading and communicatiom skills, for instance, are modest. They
offer one gset of potentially relevant activities in one academic area--English, My
ultimate proposal {s that we take what Career Education has tv offer us in helping to -
glve direction to the study of Enblish before we summarily throw out its spirit with
the bath water. -
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. BACK TO THE BASICS. WITH POETRY
Sallee Clements, Arizona State University

The currently popular back-to-basics discussion has me wondering, a bit warily I
must confess, what will happen to poetry. Being the genre least 1liked by most stu-
dents, and some teachers, and considered arcane by many, poetry may be judged a frill--
and dropped. It shouldn't be! If we would teach the basics of poetry, we could dem-

onstrate just how very effective poetry 1s in teaching ‘those basics so many people are

urging us to get back to, Grammar, readiqg, and writing skills are in turn supposed
to enable students to become intelligemnt consumers: constructive members of a demo-
cratic socilety able to comprehend and evaluate the seemingly chaotic and endless sales
pitch which their culture has become. Consequently, and ideally, the packaging of
political, social, and commercial images will be transparent. Disciples waiting for
Godot will be reduced to a tolerable minimum; rhinoceroses will be only in zoos.
Poetry can help achieve this consumer goal, too.

Sweeping claims? Not really. The basics of poetry take students below the sur-
face of a poem, beyond their emotional reactions of "I do/don't like it. It makes me
think of the time I. . ." (Too often, gstudents never get beyond these reactions,
turning class discussion into a bull session and losing the experiences of the poem in
a welter of pseudo-related personal information.) Studying the organization of ideas,
purpose and effectiveness of a poem's concreteness, imagery, tone, ‘unity, prosody,
emphatic and emotional devices: all can reinforce and carry over to reading and writ-
ing skills. Determining the subject, verb, modifiers, and so forth, as one ahalyzes
placement and its relation to meter, sound, and tone can be not only a challenging
exggcise in reading accuracy but also a reinforcing exercise in sentence structure,
grammar, punctuation, and other reading and writing skills. Since I hold to the 1ib-
eral arts belief that persoms having exposure to a variety of knowledge are better
able to cope with their environment, I believe oetry not only enhances the basics but

also provides an opportunity for societal and personal insight, a gas and money saving

option for leisure time, and, finally but necessary in ‘our anxious contemporary soci-
ety, an opportunfty to experience joy.
".# * P *

Granted, students aren't going to say, "Oh, goody--prosody!" Some of us remember

with disteste our own high school or college experiences with poetry: We were con-
sidered dull cleds if, after memorizing terms and their definitions, we were unable  to
scan a poem or recognize the "inherent" beauty of an image. Nevertheless, the basics
of poetry, as well as being instructive, cdn be intriguing and enjoyable.
In teaching reluctant students the basics of poetry, I first assure them that
they may refer to thelr class notes and dittoes when they explicate a poem, Elimin-

" ating memorization eliminates detall for. detail's sake and allows the students to

focus on creating a whole, a whole composed of parts not just confined to poetry but
applicable to basic skills and life as well. I further assure the class that a poem
can have more than one interpretation and that they are not to waste time second~
guessing my opinion. Such an assurance ‘allows them to concentrate on comprehending
the process of explication and its relation to the world around them. Finally, I
assure them that I will not forget their inexperience with the process but that I do
expect improvement with practice. The only restriction I make is to confine their

.explication to the poem itself.- They are to consider the Expergences of the poem, not

their own: personal experiences with horses, snow, etc. are not to creep into their
discussion of the speaker's experiences in Frost's "Stopping by Woods on a Snowy
Evening," 1f Frost 18 successful, his poem will enhance thelr understanding of them-
selves and their world and enrich their own experiences. I reassure the class fre-
quently and repeat the restriction when necessary. :

¢
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My reassurances alone, however, will not remove the skeptical looks. Acquaint-
ing the class with an explication format and some poetic devices provides them with
additional security. To be certain each student has the information, I give them
dittoes of the format and of metrical and sound devices. A format whi¢h I have found
quite successful (not to be confused with THE format) is as follows:

I. The experience--the subject of the poem (not the theme or idea).

A. the situation which is described or narrated ,
E. the speaker, who should be considered a persona (the poet is not always
" the speaker)

II. The strategy--the poet's blueprint, so to speak.

A. organization--what is the progression of situation and/or thought, the
ordering of ideas/events

E. concreteness--by what means, or formula, has the poet made the thought
specific in order to arouse his reader

C. quality and function of the imagery--what is the purpose of the images,
how do they work to achieve the purpose, do they effectively do it, do
they contribute to organization and concreteness

IIT. GSpecial metrical effects--particularly those of an qmphasizing and intensify-
ing sort (substitutions, variations, etc.)

IV, Tone
A. sound effects--vowels, consonants, alliteration, etc.

B. word choice--arrangement of words within a phrase, or phrases within a
sentence, as well as individual words ’
C. rhythm . s
V. Unity--consistency in imagery, tone, thought, and feelfng. wThe poem should
have no shifts which fail to support the whole. Shifts in imagery, tone,
etc. are fine 1f thev support. -

Vi. Controlling idea (essentially a generalized statement of Part I which in-
cludes the speaker's attitude toward the subject). Thus: the experience in
Ferlinghetti's "Constantly Risking Absurdity" is being a poet. The control-
ling idea is writing poetry is an art, (This section would be incorporated
into I. in a written explication)

VII, Evaluation--consider such criteria as significance, artistic skill, philo-
sophical depth, originality of insight, depth of feeling. Thus, the poem
states a rather commonplace idea, but the poet's skill presents it in a fresh
context which enhances a reader's insight. -

N

In discussing the format, I begin with parts III and IV, using metrical and sound

‘effect dittoes. Most everyone has his favorite lines for illustrating sound and meter;

however, I have found nursery rhymes to be quite‘effective: the students are gener-
ally familiar with them, and they feel free to exaggerate the devices, which should be
done to feel the effect and to accustom the ear. ''Hickory, Dickory, Dock'" illustrates
dactylic foot and substitution just as well as any "real" poem. The humor involved
seems to relieve whatever self-consciousness and tension the students might feel.

Encouraging the class to offer their own examples is, of course, reinforcement -

" and allows discussion of examples generally considered outside the scope of poetry.

Proverbs, favorite or cliche sayings, slang, advertising slogans: all give the stu-
dents practiqg i% hegring distincg meters and in considerifig the emotional and emphatic
effects. 'Winston tdastes gSod like & cigafefte shSuld": the dactylic line rushes
ahead giving an upbeat tempo to which one's ear reacts cheerfully. The stresses fall
precisely on the words the adman wants remembered as a single concept: Winston-good-
cig-should.. The repetition of the slogan suggests an urgency which can be translated
tnto a subconscious demand.

Another metrical illustration tb which students respond is listening to their
own speech and then emphasizing thelr stressed syllables, trying to recognize types

[3
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of feet. Before thls exercise becomes chaotic, I bive the students a sentence with
instructions to vary the jstress and consider the tone changes: WHat d&re fou goinb o

© do; witht ire ygu goiflg td dé, etc. This exercise helps to clarify how the predomi-
nant meter of a poem can direct the meter of a specific 11ne which could be read
variously. :

. Returning to Winston or some other slogan, I shift the discussion to sound ef-
fects and their contribution to meter, rhythm, emphasis, and emotion. The sound ef-
fect ditto lists, defines, and exemplifies the devices: the standard ones of alliter-
ation, assonance, etc., and the less frequently noted ones of consonant and vowel
qualities (harsh, soft, long, short). Applying these qualities to the Winston slogan _
shows that the stressed syllables of the dactylic meter--by being composed of vowels,
consonants and combinations which have. long, slow, and soft qualities--strengthen and
become favorably persuasive. Having the class say the slogan aloud demonstrates the
difficulty of saying Quickly the words upon which the stresses fall: '"Winston" quickens
by eliminating the n or t; "good" and Ashould" can be hurried only by concentrated

force; "cigarette" speeds up by swallowing the a--and even then the voiced g within |
still forces a slowing of pronunciation. The deliberately slow rhythm and soft tone
impress and persuade the hearer. *

y We then switch to orally examining other sounds and combinations. Chaotic as
it sounds, the exercise fascinates and amuses students, who generally have never be-
fore considered syllabic sound effect. I find popular songs also illustrate meter
and sound quite lucidly. Although the correspondence between musical notation and
meter or consonant/vowel qualities is not exact, the students, especially the musi-
clans among them, are intrigued. Returning to ads, nursery rhymes, etc. provides
transition to rhyme, alliteration, and the more standard sound effects. Obviously,

. these exercises.can continue indefinitely; however, I usually begin applying the t@r-

wat to &4 specific poem when I sense the students generally comprehend the metrical
and sound effects and have satisfied-some of their etuberance.

Ag a gpecific guide, I distribute a dittoed explication. L. Ferlinghetti's
"Constantly Risking Absurdity"and Wilfred (wen's '"Dulce et Decorum est" are two
poems about which a great deal can be said to illustrate the major divisions of the .
format and most of the sound, rhythm, and metrical devices and to give the students :
some experience with free verse. The students find the imagery in both poems capti-
vdting, Some other poems which provide a comprehensive Jtartinb point are Frost's
“Departmental " Auden's "The Unknown Citizen," Alastair Reid's "Curiosity," D.H.
Lawrence's "City Life," Siegfried Sassoon's '"Base Details." T like to begin with
thiese pbems because they readily relate to the students' world.

The follewing explication (which in.deference to copyright laws, is not one
of my "usual" poems) is a condensed illustration of the more détailed explication I
hand to the students. (For teachers who might be a bit rusty, two helpful handbooks

= on wetrics, terms, and poetry in general are: Thrall, Hibbard and Holman, A HANDBOOK

TO LITERATURE, rev. ed., NY: Udessey, 1960; an absolutely indispenaible book for any
literature teacher, and Deutsch's POETRY HANDEOOK, 2nd ed., NY: GrGSSet 1962.)
Parenthetical portions comprise representdtive digressions and correlations I make
as we discuss the etplication and relate the explication to basic skills and cultural
insights, P

. 3 ‘ The Latest Decalogue
) by Arthur Hugh Clough
Thou shalt have one God only; who
. “ ,Would be at the expeunse of two?
. No graven images may be ES
: . : . Worshipped, except the currency. '
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Swear not all; fory. for thy.curse
Thine enemy 1s none the worse,
At church on Sunday to attend
- ’ Will serve to keep the world thy friend.
: Honor they parents; that 1s, all
‘ From whom advancement may befall.
Thou shalt not kill; but need'st not strive
Officiously to keep alive.
Do not adultery commit;
Advantage rarely comes of it.. . ° .
Thou shalt not steal: an empty feat,
When it's so lucrative to cheat.
Bear not false witness; let the lie .
Have time on its own wings to fly.
Thou shalt not covet, but tradition
Approves all forms of competition. ﬁiﬁlgg 2

AN

N
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The exper{ence of the poem (Part I) arises from the speaker'é{tbﬂcern that
people are not adhering to God's commandments. (Poet lived 1819:6%; how does the
experience compare to today?) -

The speaker organizes his concern (Part II) by stating in a couplet each aspect ¥
of the situation. Within the couplet, the first line gives the Christian ideal;
the second gives the contemporary application. The means by which the speaker's
thought is made concrete is to use the Ten Commandments as the ordering principle.
This particular means arouses the reader since most people in Western Civilization
are familiar with the Commandments and, even if they don't follow them for themselves,
grant them some respect. The resulting. contrast between the ideal of the Commandments
and the actual application is forceful, ) .

The imagery, for the most part, is uncomplicated: Currency becomes a graven
imayge to be worshipped; world is personified as friend; personified tradition glves
its approval; and a lie has "wings to fly." The images are not starling; they verge
on cliché. Their very ordinarimess emphasizes the non-thinking, self-serving response
to-the awful event of God commanding and strengthens the contrast between the ideal
and the actual. (I corre this illustration to magazine ads which T bring to

- glass. We discuss the overall tion, the controlling idea, the concreteness,
and the images. A helpful book aboutf advertising and composition is A, McQuade &

R. Atwam, POPULAR WRITING IN AMERICA, ¢ Oxford U. Press, 1974, After isolating
these points, we discuss ways in which ley support each other. Another useful cor-
relation is to discuss ways in which a prhge essay could develop from the ordering of
the poem--in this instance a comparison/contrast essay.,)

A special metrical effect (Part III) in this poem is substitution which occurs in
the first two feet of the first line: two spondaic feet are used rather than the
iambic foot which occurs throughout the poem. After four strong stresses in a row,
the inclination is to place no stress on the next syllable. Consequently, God is de-
emphasized, a subtle and ironic effect. . © o

' A second special metrical effect derives from the meter. Even though meter is
usually an aspect of itone, the relentlessness with which the iambic foot is used in
* the poem can constitute a special effect. It emphasizes a non-thinking, a rote
quality. Both effects, substitution and relentless iambic feet, serve to de-emphasize
the importance of tihe Ten Commandments.

(Here, discussion of understatement techniques and their contribution to humor,
irony, and satire can lead to a discussion of similar advert{g}ng techniques and the

ra
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ways in which advertising subtly persugdes thréugh appeal to urbaniEy and sophisti ;
cation /among other appeals/. A special visual effect of a "Nature" line of cosmetics
would.be the woodland setting in which the lovely girl sits or the spray of wild
flowers she might be holding--both serving to emphasize 'natural," The eye-patch
worn by the man in the Hathaway shirt emphasizes the idea of sophistication and urban-
ity. Correspondences c4&n also be drawn to any p&fvious prose readings which provide
examples of understatement.) : ’

‘The tone (Part IV) in "The Latest Decalogue" is satirical. The irony developed
by the contrast between the ideal and the-actual, between Gud's commands and man's
shifts, between the awesome Commandments and the clich&-1like evasions.creates through
accumulation a form of exaggeration which becomes satigxical. It is this ironic-
satirical tone which informs the audience of the speaker's stand on the matter. The,
gounds cfeﬁte a commonplace and ‘sonorous effect. Sound effects such as alliteration
and assonance are used no more than they would be used in-conversation. 1In general,
the vowels’ and consonants are so placed to slow pronunciation. The rhyme combined
with the sonorous conversational effects emphasizes:thase effects to such a degree
that the couplets, and the Commandments they &re*ﬂiéﬁussing, are given a doggergl
effect, which further emphasizes the contemporary lack of importance attached to the
Commandnents, . A . '

The word choice further slowg the/reading and contributes a ponderous, officiouys,
pompous effect. FPhrases are placed to create a latinate sentence structure, "At
church on Sunday to attend," since normal word order gives the line more speed, The
phrasings in the second line of each couplet ave hackneyed, stereotyped, or clichd:
e.gua”&dvancement may betfall," The pompous, self-serving rote manner in which God's
Commandments are twisted and broken is satirically exposed. ) T

The previously noted relentless iambic meter and the accompanying gound effecth.
and word choice which slew this meter combine to create a rhythm suggesting self- -
serving, pompous rationalizations. This rhythmic effect contrasts with the“audience's
expectation of the spondiic strength with which the Commandments are customarily ’
stated, The resulting tension between the expectation and the actual delivery cor-
responds with the other contrasts already established and words to create dismay (at
the very least) on the audience's part., (The effect of deliberately induced tensioms ~
in advertising can be examined .at tMts point. Discrepancies between culturally in-
duced ideal images and the implicatien of failure if a certain product 18 not used is
a commen device. Some digression into various cultural ideals is helpful net vnly for
discerning commercial, social, and political persuasion but in providing foundations
for irony, satire, and literature in general. . Further digresgion into connotations .
can create awareness which gives students more conscious centrol of their own writing:
by helping them to examine their own assumptions and those of their audiences. Books
on ldnguage awareness are plentiful; one of my faverites is S,I., Hayakawa's LANGUAGE
IN THOUGHT AND ACTION /3rd ed., WY: Harcourt, 19727. Another excellent one 1is
LANGUAGE AWARENESS é?aul A, Eschotz, Alfred F. Rosa,, Qirginia P, Clark, NY: St,
Marting,-1974/) . “ . ! ) )

~ The strategy, metrical effects, and ttme: aM combine to create a satiric whole
(Part V), The contrasts of the ideal and actual and the expectation and delivery -
reveal thk puny, self-serving evasions of contemporary. man, These contrasts and
evasions reduce and deride contemporary man's behavior, leaving the ideal exposed.in
its simple majesty. (Heré, of course, is an ideal spot to make corresponfances to
prose writing, advertising, etc.)’ .

The exzperience of the poem, as stated, 1s contemparéry man's failure te folleow
the Ten Commandments. The controlling 4dea of the poem (Part VI), then, comprises
the failure to follow the Ten Commandments that stems fref non-thinking and poTp@uply
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self-serving actions. (In helping the~s:;33nts to comprehend the distinction between
experienckd and controlling idea, I refer to the composition basics/of general ideas
__and particular ideas, the general statement and the specific example. Here, 4dlso, I
====rntroduce the students tio Hayakawa's well-known abstraction ladder to illustrate the
general/specific, controlling idea/particular experience-conceptss ‘Advertising,
.editorials, even job application forms can further illustrate abstraction and the .
| general/specific process which can mislead, intentionally—or—unintentionally, through i ———-=
failyre to pravide specifics, the experience, for the generality.) L ¢

-~

.

"The Lastest Decalogue'" is relevant to contemporary life (Part VII). We see all ‘
around us examples of the specifics cited in the poem, to such an extent that the
poet runs the risk of stating the obvious. However, the well worn condemnations gain o
a fresher perspective when one realizes the poem was written more than 100 years ago.
The Commandment twisting which the poem exposes is.not a reflection of the decadence
of twentieth century ethics but rather a revelation of an enduring weakness in human
nature within Western Civilization. The particularly striking aspect of the poem is
the poet's skill in controlling the ironic working of each of the separate elements
. and unifying them into a larger ironic statement, which as a result of the unifica-
tion becomes satire. The poet's skill has unified the many contradictions into a
cumulative effgct which exposes and ridicules and which ultimately aims to correct
man's failure to follow God's commandmemts. (This section allows the students to
state'\Qeir own opinions of the poem based in their own knowledge and experience.
Some students will consider the shift of focus to human nature a fresh insight--it is
an idea which had not occured to them before. - Some will consider the poem trite, the
only redeeming feature being what they can perceive of the poet's skill.- And some
- will believe that the ironic- satire, and the resulting humor, lends a freshness to
what are usually intense and dire pronouncements. Discussing the various evaluations.
helps to strengthen the students' awareness of audiente-~that essential componént of
writing. It also demonstrates how analysis can provide support for opinion.) /“*

and explicate at random. To some poems we orally apply the entire explication pro-
cess. For other poems we work with only one or two divisions of the process or wit
devices within a division. This practice is easily accomplished regardless of the

* organizational mode Jf the unit--thematic, genre, etc. I glye as much time-as pos-
sible to specific student requests. . )

|
‘\ ) s
After the elaborations and discussions pertaining to the explicatiorn, we read .

Ag soon as the students have a fairly comfortable acquaintance with the elements
of explitation, I give them a final ditto which cites some bad poems and poetic lines,
The exposure' sharpens their ability to evaluate a poem or an element and provides re-
laxing laughter. In addition to my favorite bad examples, THE STUFFED OWL (D. B.
Wyndam Lewis and Charles Lee. N.Y.: Capricorn, 1962) cites numerous hilarioﬁs examples,
such as Ruskin”s seriously intended apostrophe to his heart: "Oh, rest, thou little
bounder." 1In "The Wind," Alfred Austen misuses alliteration; what was.intended ser-
iously becomes comic:- "I fling the fisherman's flaccid corpse/At the feet of the
fisherman's wifes! The Earl of Litton ("Lpve and Sleep'") creatés an unintentional’
reaction: '"Her smile was silent as the smile on corpses three hours old." Mrs.
Byowning (''Wine-of Cyprus") could have paid more attention to word choice.and phras-’
Ang<_ "Our: Euripedes, the human,/with his gropping of warm tears." Such examples as
these itlustrate, oftentimes, better thard a well-written poem, the difficult concept

of unity: ehch element enhancing the other elements and supporting the controlling \
1dea. Also, these examples, in their disunity, help many students to better grasp . .
the concepts of irony and .satire;” 5

Fd

-~

Periodicaidy, I assign an explication,»writéén out of class to allow énough f B -
thinking time. Giving the students four or five poems from which they choose one

-
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poem to explicate seems most effective: they can select the poem which they feel
best able to handle.- The following day, after the explications are collected, we

discuss the poems. Such assignments build- the students' confidence in their abili-

t}‘and"allow me to pinpoint general and specific weaknesses for emphasis’ 1n\b1ass o S
The unit examination is simply another explication, written out of class, b ut

which the students try to demonstrate all that they fave Learned, In ever:
Catieﬁ whether written- or'oral,_I_inﬁistnthe_stndentsepxnvideespecificfexad

.. we confused pallbearers, who do not even knoWw that what we .are burying is our own -

their general statements and give a statement or two clarifying how the exa ‘l ‘does
indeed illustrate the generality. 1In the evaluations, they are permitted to, meabure
the experience and-insight of th! poem against .their own experiences and 1n81gh§s. -
The end result is increased ability and confidence in: reading perceptively; aﬁ~
alyzing; evaluating; supporting general stdtements; discerning connotations, abm'
stractions, and persuasive devices; and applying learnlngs to other areas. The ex-
pllcations provide writing practice for the students and an opportunity for me td .
help them (via corfinents and corrections on their papers) with grammar, mechaniq$,
sentence structure, or any other writing difficulty they might have. More general'
results are an increased awareness of the world around them and the ability to Bierce
commercial societal, and political facades. The increased awareness and confldencq
prods the atudents to question, to analyze, to perceive: to be constructive, in-
telligent consumers. A final anus arises simply from their increased ability to
read and understand poetry: they have become confident in their acquaintance with =
poetry and continye, to greater or lesser degrees, to read it. (Some even venture \"
to write it.) A former student, a football player, seems to illustrate the joy that:
can be achieved by eliminating the fear of, and unfamiliarity with poetry: Stopping\ \‘
to discuss some poems he had "discovered,' he commented on the relaxation which P
reading poetry gave him and how "neat" he felt wHen he read a phrase which aptly
summed up an experience of his. And, thus, when I hear the phrase ''bagk-to-basics,"
I say, "Fine! But, don't forget that poetry can be an effective tool for getting }

there!" . . . b

A #
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SHOPTALK: e .

"If the current attack upon culture is, as I believe, an attempt to negate the idea of
a4 meaningful past, then teachérs must examine what it i% they_ actually’ think about
our culture. We must discuss the proper limits of our task. Are we warriors
standing at the walls’ of the besieged city, waiting for:-the final assault? Are

reality? Are we destroying that which has offered meaning to our own lives, even
when that meaning has been more threatening than we acknow}nge

The past exists and our students exist. And they need each other, because the
past ceases to,live whén it is unknown, while the present, divorced from the past,
is reduced to a calculus of convenience. T have faith in the ability of a few of
our students--and it has never been more than a few in any generation--to come

to terms with the best of what has been thought and written if we present them tﬁg
literary record without apology. Our responsibility ends there. They will take
what they can, leave whaE they cannot see. ‘ - ‘
One can_ still feel the richnes$ and the terror of the world that came before us.
Literature gives us that, and it is what we gcan give our students. There is much
to be said for such continuity. Litérature is restless and probing: it does mot
heal. But it needs no apologies. - -Teaching it is a meaningful and defined en-
deavor, and teaching literature in a time such as ours may provide the student
with a way of rksisting a manipulative environment. Toypick and choose from the
record of the past is not the same as creating monuments. But to help. the stu-
dent pick and choose is to achieve a great deal--far more, I suspect, than we
realize," (Leonard Kriegel, "Culture and the Classroom,'" CHANGE, Winter 1974,

pp. 46, 48) .
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YELLOWED ROAD MAPS AND REARVIEW MIRRORS: A MEANS OF APPROACHING THE BASICS

R. Baird Shuman, buke University 7 , 3 : - _,-,;;j

Just so you'll know something about e and how I think
ITEM: I don't néver flunk a kid in English just because he uses

double negatives; I ,__ ,i

T TITEM: 1I7din't nevver met a bad ¢ speler I didn't 1ike, :
ITEM: I'm glad I got turned down for the Navy after all them nasty
» "things that Admiral Rickover had to say about we English : -
teachers;
+ ITEM: The way I figure language 1s to communicate with so what the
. hell if the commas get lo n the shuffle;
ITEM: Some lousy supervisor--a freal sYuare old bat like shoulda
been married to Pat Boonekx-said|I shouldn't be teaching Junior
high school English, so I h 0 move to a college (where I m
still at, although a diffrunt one now).

So after I left that Junior high in Philly, like because I didn't have nothing
better to do, I filled in my time writin' articles and things--like I found a whole
safe full of manuscripts in a jerkwater town in rural N.J,, anﬁ nobody never published
them before so I published some of them.

Ahd waddaya think? Things ain't changed much like since the Dark Ages. Waddaya
mean wadda I mean? They ain't! Like I come to this one manuscript by the big N.W.--
s+ Noah Webster. No #&!%$! He's 31 at the time and musta had his hose in a book for the o
last 25 yrs studing, but now he's hung up on this chick, Becky G eenleaf, I guess a ’
real looker and only 23 yrs old--butesomeone told me in them dayd if you weren't mar-
ried by 18 they thought you was a old maid. (My edj tion of this letter appeared in my
article entitled "Noah Webster's Marriage Announcenent," MANUSCRZPTS Summer 1960,
pp. 32-34. The date of the letter, addressed to W/bster S new brother in-law, James -y
" Greenleaf, was 28 October 1789, at which time Webgter was _eleven years out of Yales ' 2
had served in the Revolutionary army; had taught dchool /"in various places'~--maybe
some supervisor bugged him/ for four years; had /completed Parts I, II, and III of his
" GRAMMATICAL INSTITUTE OF THE ENGLISH LANGUAGEs Part I of which later became known as
WEBSTER 'S SPELLING BOOK or BLUE-BACKED SPELLEkfand sold like hotcakes for over 100
years; had written g political treatise entitled SKETCHES OF AMERICAN POLICY; and had
given lectures on the English language which resulted in the publication of his master-
ful DISSERTATIONS ON THE ENGLISH LANGUAGE, published in the year .of his marriage to
the aforementioned Ms. Greenleaf, )

So why Hid I tell ya all“that in the note above? Well, mostly on account of--
you'll bust a gut laughin' at this one, so get ready--in the letter he wrote in his
own hand to his. brother-in-law he spelled-three words wrong and once~-don't ask me how--
ﬁslipped into black dialect cause he wrote '"Becca send her love to you," I know it
sounds crazy, man, but I gave ya the refrence ya can check it out.

So what ] that prove? Well not a helluva lot I guess except I found alot of
other letters and things like two by "Big Hank'--you know, Henry David Thoreau like it
says on his diploma from Harvard. So I read them and man was they a mess. My bone-
head' freshmen wasn't much better except they had scmething to say. Thoreau? He wrote
this thing--man, I don't know why I'm even tellin' ya cause you're not gonna believe
it--that he called '"Passage on the 'Frozen-Thawed' Apple" and this other thing--are ya
ready?--he called "Of Books and Their Tities." (My editions of these two hitherto
‘unpublished Thoreau essays are to be found in the EMERSON SOCIETY QUARTERLY, No. 18,
1960, pp. 25-39.) Talk about jazzy titles! Man, these were from nowhere.
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But gettin' back to the original subject, like Big Hank couldn't spell neither,
so what does that prove? He got better eventually, like aftetr he was out of college,

man.' Like he taught himself or something; Cool. sOr maybe got him a secretary. .

| “ a .
So I don't talk or write like that anymore. But that fact has little to do with

iy being taught the basics. Somewhere along thé way something happens to some people
and they change their styles to accommodate their audiences.  They.adapt,—having — —
aLe &

. B,

o~ Tearned the first fundament 65_5953;3513 /
- ’ ITEM: 'The new education must teach the individuaf/how to classify and
reclassify information, how to evaluate its veracity, how to change
categories when necessary, how to move from the concrete to the
abstract and .back, how to look at problems from the new direction--
how to teach himself. Tomorrow's illiterate will not be the man
who can't read; he will be the man who has not learned how to learn.
. (Herbert Gerjuoy as quotkd in Alvin Toffler's FUTURE SHOCK, NY:

"~ "Random House, 1970, p. 414.)

ITEM: . "The intellectual as a champion of the masses 1s a relatively re-
cent phenomenon. Education does not naturally waken in us a concern
for the uneducated. The distinction conferred by education 1s nore
easlly maintained by a shariisepar&tion from those below than by a

-

continued excellence of achiiévement." (Eric Hoffer, THE ORDEAL OF
CHANGE, NY: Harper, 1964, p.\43.) "

ITEM: "Capital and natural resources are passive factors of production;
human beings are the active agents who accumulate capital, exploit
natural resources, build social, economic, and political organi- -~
zations, and carry forward national development. Clearly, a
country which is unable to dévelop the skills and knowledge of its

| . people and to utilize them in the national economy will be unable
to develop anything else." (Frederick H. Harbi3on, HUMAN RESOURCES

. AS THE WEALTH OF NATIONS, NY: Oxford U Press, 1973, p. 3.)

| . - ITEM: "In our educational policy as a nation, we refuse to let live. We

| : i persuade through fear. But there is a great difference between
compelling a child to cease throwing stones and compelling him to
learn Latin. Throwing stones involves others; but learning Latin
involvés only the boy. The community has the right to restrain the
antisocial boy. . . but the community has no right to compel the
boy. to learn Latin--for learning Latin 1s a matter for the individ-
ual." (A.S. Neill, SUMMERHILL: A RADICAL APPRCACH TO CHILD REARING,

NY: Hart Publishing’ Company, 1970, pp. 114-15.)

ITEM: "Community and students are the two resources least used by public
\ education from Kindergarten through junior college. Since the
Y- ) community is not composed of qualified educators, it cannot be
Y called upon for more than money and nominal supervision. Both
“\ arguments are as spaclous as they are obvious, but their specious-
! ness seems to be clearer at a distance than it is nearby." (Daniel
\ Fader, THE NAKED CHILDREN, NY: Macmillan, 1971,:p. 160.)
Y ITEM: "The largest fact which we must face is that a very great number of
i Negro and Puerto Rican vouth are not learning to read well enough
’ to use reading for other learning. . . in the urban ghettos it is
the normally intelligent, well-adjusted, well-spoken boy who reads-
very badly. By 'well-adjusted' I mean fitting in naturally to the
soclal setting if the neighborhood." (William Labov, THE STUDY OF
NON-STANDARD ENGLISH, Champaign, IL: NCTE, 1970, pp. 42-3.)
ITEM: -~ "...in the United States the class that has historically been mogt
conmitted to prpgress (the ugper-middle élqsses and especially their
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children) is becoming disillusioned with technological and even
economic progress to a growing degree. Advancing technology and
7 economic growth, once thought oq as .desirable goals and signs of .
e pphrievement ;-aTe-coming ~to- be-Tegarded-as-villains '~ (Herman Kahw ———— —
. and B. Bruce-Briggs, THINGS TO COME: THINKING ABOUT THE SEVENTIES,
e ————NY Macmillan, 1972, p.2067) — : T
ITEM: '"...education can be either a comstrugtive or a destructive force.
- It can develop people whose skills—are strategic or useless for —
economic growth; it can help select persons for leadership roles
i . who 'may promote progress or impose stagnation; it can favor the -
P . rich and discriminate against the poor; it can build a work-oriented
\ ’ mentality;. it cam free the mind or strangle it with indoctrination;
\\} : t can energize people or it can destroy their initiative. Con-
g eivably it could even be irrelevant in shaping today's sociﬁg?."
(Harbison, HUMAN RESOURCES, p. 54.)
ITEM: '"/Teachers/Atheed a value confrontation that will help to shatter
the complacéﬂgy we /teacher trainers/ have so carefully nurtured,
They need a thorough grasp of the capabilities of modern technology
as it relates to the learning process...They need communication
~ skills so as to communicate effectively with all youth and adults,
not just those of similar backgrounds. The lessons of 1living--
of morality, of discipline, of commitment to ideals--must be as
central as basic studies." (James Dunworth, "A New Design for
Teacher Education,'" AACTE BULLETIN, December 1974, p. 5.)
ITEM: "...the schools are still the principhl source of the idea that .
literacy is equated with intelligence. Why, the schools even pro-
mote the idea that spelling is related to intelligence! Of course,
if any of this were true, reading teachers would be the smartest
people around. One doesn't mean to be unkind, but if that is in-
deed the case, no one has noticed," (Neil Postman, '"The Politic
of Reading," HARVARD EDUCATIONAL REVIEW, May 1970, pp. 244-52.) | . .
ITEM: '"Books suitable for children must seem very simple to an adult...
teachers and others who select books for children usually selec%
books suitable for themselves. This mjstake is almost universal
at all levels.. [College books are suitable for college professors.
High school book® are suitable for high school teachers, and mos
grade school books are suitable for the teachers rather than for| -
the children." (Edward William Dolch, PROBLEMS IN READING, Champaign,
IL: The Garrard Press, 1948, p. 4.) "’

ITEM: Knowing that my readers would be English teachers, I titled by

N papififiifphorically. (Actually, much of the paper is a metaphor
""" CoLT ° o i \
SHOPTALK: o C - \
S : - \
"/California/ Superintendent of Public Instruction Wilson Riles, who appointed the

panel /the California Commission for the Reform of Intermediate and Secondary
Education, or PROJECT RISE/, traces these problems to 'schools that aré still in
“ the last century' and that are 'insensitive to the various learning styles of
youngsters. ' : . SN
His theory is that students should be brought more quickly into the adult wérld. )

'We treat them 1ikg children too long,' he said. 'We do nof realize they are
young adults, they'want requpsibility. Two generations jago, when society was
less complex, they had roles to play. Now we just shunt them off to school. It's

bound to lead to boredom.'" - ("A Revolution in Public Education," L0OS ANGELES: -
HERALD-EXAMINER, March &, 1975, p. A-6)
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MONLTORING LAgGUAGE DEVELOPMENT: EVALUATION AND "'THE BASICS"

Bryant Fillion, Ontario Institute for Studies in Education, Toronto, Ontario

Language development as 1 am using that term does not refer to- a student s knowl-

- ability to use language--oral and written--for a great many purposes, including. .
[ school’purposes. ~I asgume that we, like fhe general public, are concerned about the
linguistic competence of our students: their reading, writing, speaking, and lis- .
- tening, including a particular concern for their ability to read, enjoy, and respond
to literature.

-
.

. I do not know whether today s stedents are writing and reading as well as,
better, or worse than students did in the past. Despite the great public lament
about lowered levels of literacy, there is little or no hard evidence that standards
are lower, and even less evidence to support the charge that "progressive" teaching
approaches have caused a decline. (See William H. Angoff, Executive Director of
College Board Programs for E.T.S., "Why the SAT Scores are Going, Down," ENGLISH
JOURNAL, March 1975, 10-11. The comprehensive and well-documented 'Bullock Report"
in England reaches sonie of the same conclusions; see A LANGUAGE FOR LIFE, Report of
the Coumittee of Inquiry appointed by the Secretary of State for Education and
Science: London: HMSO, 1975, pp. 10-35.) 1In short, there 1s no evidencé whitch

" justifies a return to the "traditional® methods and practices of a supposed Golden
Age. 1 suspect that at least part’of the pressure to return to those "thrilling
days of yesteryear (when out of the past come the thundering hoofbeats of the great
horse Silver)”is one mdre example of our present nostalgia boom.

'Nostalgia,' says Rudi Franchi, 'is a yearning for a period that never existed.
I1t's really a selected memory of a time we think was better. Perhaps wé're
too sophisticated now and we favor a more naive time--such as when nine out,
of 10 doctors preferred ‘Camels. For example, everybody!s so interested in
s . the '30s with the,Busby Berkley musicals and Hollywood glamor that they for-

: get those bread lines and a whole world in turmoil. Or, take Norman Rockwell,
the world that he portrayed in such detail never existed, but we'd like to
believe it did.' (Barry Lazar, "The Nostalgia Boom: Investing’in”Fun--for

© Profit." (UEST, November 1975, p 360.) »

Whatever the cause$ of today's concern for ''the basics", the present emphasis
on literacy and language development is justi¥ied. Whether or not our memories of
bygone students are accurate, the fact remains‘that a high level of literacy is
increasingly important for more and more of our students. As the Bullock Report
says, ‘the changing pattern of employment 1is making more widespread demands on
reading and writing skills and therefore exposing deficiencies that may have eg-
caped attention in the past . . [the standards of literacy of school leavers/

are not satisfying .present day requirements « « « o+ .1t may be true that in com~-
merce, industry, and higher education alike Gomparisons wi agt standards are
misleading, but the clear implication is that standards n o,be raised to ful-

»

f111 the demands thAf are being made upon them." (A LANG%AGE FOR LIFE, London:
HMSO, 1975, p. 4.) .

Like most English teachers, I did not choose ny career through any passionate
concern with basic skills. I assumed and never questioned seriously that, as all of
our officlal curriculum guides and publie statements said, English contributed to
students' command of the language and communication skills, but what I did mainly
was teach literature and traditional grammar, and make composition assignments.
Today, however, we ignore the basic skills at our peril. As Steve Dunning says,

Lay people once said, 'I'd better watch what I sayl' when meeting an English

teacher. We had mysterious and powerful things going for us: we knew about
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who and whom; where apostrophes belonged; and who killed Duncan in
But some of the myths surrounding our busigess have disappeared, agd crunch-
weary parents can lash out, 'The hell with Duncan. My kid can't read and
-——writetH —(ENGLISH-JOURNALy—Sept+— 1975, 9)——— —— L .
Whether we like it or'no‘;Vthe public expects that English teaghers can and should -

—————waecept—a—prtmary—roieiin&j&provtng“students*—ianggzgeT‘“Aé our critics point out, ’ .
somewhat ominously, it is“public concern for communication and language, rather ' _

— - tlmnifor literature, which gives us our favored position in the school curriculum -
aig-our security as teachers of a "required", '’basic” subject.

What has all of this to do with mbnitoring.languagg/dEGelopment? I believe , e
that in any curriculum shift toward a concern with linguistic comipetence one of our
major problems will be with evaluation. So long as we viewed English as an academic
subject, with content to be covered and information transmitted, our evaluation
problems® were relatively simple. It is not difficult to determine whether students
remember what we've said and they've read. Furthermore, with the conventional aca-

- demic wodel, we do not need to be overly concerned with the matter of development;

*  there is an ifmplied check in the nfaterial itself. The literature assigned in grade

twelve is presumably more difficult than that assigned in grade ten, and students
are presumably asked to be more sophisticated in their responses in the higher grades.

When we begin to look seriously, at skills and competence, however, the problem
is more complex, just as it is more difficult to determine the effectiveness of a
plece of writing than to assess its mechanigal correctness. am reasonably sure
that we can find out whether our students have read HAMLET, arnl even get a rough .
approximation of their understanding of the work--at least on a lteral level. I
am confident that we can find out whether' they understand the concepts of subjects,
predicates, adjectiyes, adverbs, plots, theme, and the like. I am less confident
thdat we are finding out whether our students ‘are improving in writing and in their
rgsponses to literature; whether they are making progress and--if so--what kind.
Lacking such information, we are unable to confirm or deny the charges brought .
against us, or to assess the real effects of our English programs on students. .Given _
present evaluation procedures, it is virtually impossible for a parent, .university - "
admissions officer, or employer to determime the level of literacy or.achievement
of an individual or group of studénts. More significéntly, we as teachers are in
the dark in a great wmany instances, forced by the pressure of time, large classes,
and a demandin@.curriculum to get through a course of study if" the uncertain hope
that some of it is getting through to the studénts. .

How, then, do we monitor a students language development? How do we assess
' the nature and extent of his improvement in using language, writing, and literature?
How do we determine what effect our course of study is having on him, if he does--
in fact--make progress? Establishing a system of monitoring involves three related
steps: first, determining what 'prugress" means; second, deciding on appropriate
data to collect and criteria for their evaluation, and third, deciding what records
to keep.

STEP ONE: WHAT DOES "PROGRESS' MEAN? .
In very general terms, what are our objectives and priorities? Unfortunately,

there are no set answers here and we necessarily get into questions of personal and
professional values. How important is the acquisition of information about graumar,
literacy terwinologies, and the literary heritage? . How important are students' im-
mediate attitudes toward writing or literature? 1Is technical mastery of spelling ¢
more basic than the student's confidence that he can express himself in writing?

Is the extension of his experience with literature through wide independent reading

s
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more important than his understanding of a particular literary work or his ability
to support critical judgments with explicit references to the text? Teachers differ
among themselves about such matters. (For gome téachers, improvement means knowing

*~4———————more"facts*—~the"student—who~reads**1istens -gand—remembers—the-most Hias tada the
most progress. Mr. Jones says Johnny's writing has improved because there are fewer N

spetling errors—and-sentence fragments.Mrs. Smith disagrees with hi§ judgment,

noting that Johnny writes less now and dislikes it more.) For many teachers, pre-

partng—studeﬁtS“for“thE“untversity—takes precedence over | developing each student’'s

potential and this leads to.very important and,practical differences in how they

- teach and evaluate. 1t is 1mportant that these priorities and blases be stated and
considered.

Progress implies movement, direction, and goals. Before we can monitor progress
with early and late measures for comparison, we need to know what the goals are, .and
we need some agreement on acceptable indicators of direction: Mr. Jones and Mrs.
Smith may both agree that their goal 18 improved independent reading with under- *
standing but still disagree about whether the successful completion of workbook ex-
ercises indicates progress toward the goal. - )
3 .

It is not‘my intention to tell you what your goals and priorities should be in
your department, "school, or district:\though I would obviously put emphasis on lin-
guigtic competence rather than on particular content. But I believe it is essential
for teachers within departments to attempt to reach agreement on thelr aims--net to
the end of establishing inflexible performance expectations for each grade level and
course, but to provide guidelines for emphasis and evaluation. When moniltoring pro-
cedures are divor'ced from priorities, the curriculum is drawn off-base as well, be-
cause we will-' one way or another -- teach for the tests we give.

=

STEP 1WO: WHAT ARE APPROPRIATE DATA AND CRITERIA?

: L4 . .
What do we look at, and what do we look for? Again, w:\FEVQ the problem of . g
determining indicators of progress. In writing, for example, we may look at what
the student writes in a variety of modes: journal entries, accounts,of personal in-
cidents, biographical writing, chronicles, speculative "think pleces," reviews of
“ filus or books. -We may look at his writing process. The difficulty here is that
much of the process 1s not directly observable, but we might assess his ability to*
generate ‘ideas by determining if he can think of things to-say orally, if he has in-
formation and ideas available to him when he speaks. We can check his mastery of. the
act of writing by giving a free-writing fluency check such as Ken Macrorie suggests
in TELLING WRITING.. Does the student have the editing skills necessary to revise
work when he sees the need for 1t? Does he know where to begin a writing assign-
ment; can he tell us how he will go about writing a~summary, or finding information
for a research paper? We may look at the student's attitude toward writing: HKis
willingnesg to write, what he says about writing, the extent to which he undertakes
voluntary work involving writing. The criteria we apply when looking at students'
writing will also reflect ‘our priorities. - Personally, while recognizing tﬁg im-
portance of spelling, sentence structure, and other technical concerns, I consider
? such things as motivation, purpose, and having something to say as the real '"basics.

In literature, perhaps more than in writing, our definition of "prcgress" will
influ®nce our data collection. 'We might begin here with a commpn sense question:
how do we characterize the ''good" reader of literature? 1Is our model the sophisti-
cated critic or college professor of literature, or the well-read layman who reads
often and with\edjoyment and makes frequent reference to books in his conversation?
Host of us really are not satisfied with the person who just reads~-~-though we could
testify to the worth of that activity, and we make great claims for what the reading

-
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of litetature does for an iné:vidual. We usually expect the ''good" reader to rd-
spond to and use what he reads in some way--at least partly because that®s the only
way' we can tell whether or pot he reads, understands, and appreciates literature.
| For-most—teachers—the-notion—of-pregress’—includes—a—concern—for ‘the—studentsg—— —————
willingness and ability to réad. . .some check on the amount and quality of the . )
eading—he-does-voluntart }.y' - T - S

Most statements of objectives in 1iterature programs include some or all of the
following: -

(1) 1Increased awareness of, familiarity with, 1, and knowledge about 1iterature. The o, -
problem’with our usual way of measuring ‘this is that we find out whether he .
remembers what we told him rather thath what he knows. We' may become so in-
volved in asking our questions that we fail to hear the student 8 questions or
to consider what his answers tell us.

(2) Increasing willingness and ability to
(a) read a variety of literary genres. (What reading_do our students do vol-

- untarily?) This 1is something that can best be determined over a long -
périod, through systematic but informal data gathering.
(b) read increasingly challenging, more sophisticated books.
(c) respond to works in a variety of ways. Alan Purves has dome ‘extensive
- sgtudies of students' responses to literature and characterizes them as "
foltpws:
Analytic-synthetic The student éomments on the structure of the se-~
lection, examining its parts as they relate to the whole. .
v . Interpretational. The student considers the "meaning' of the work. . \
Classificatory. The student considers the genre of a selection and its
similarities to and differences- from other w?

o Contextual. The student views the work hist ally, noting its rela- ;\
tionship to the times in which it‘was produced or to the 1life of the
artist who produced it. They also study theé critical history of the -
selection. . : . '

- e Personalistic. The student relates the selectlon to his own 1life and
feelings; what assoclations does the boak arouse; what attitudes or
pictures of reality does a film or commercial create; what judgments
or feelings.does a work call forth? )
Evaluative. The student judges the worth of a. particulaf\work or con- . T
siders the criteria by which it is to be' judged. (This payticular for- -
nulation by Purves appears in the ILLINOIS ENGLISH BULLETIN, January
1972, 12-13. For a more exténsive discussion of student responses, see
Alan C, Purves and Richard Beach, LITERATURE AND THE READER: RESEARCH
IN RESPONSE TO LITERATURE, READING INTERESTS AND THE TEACHING OF LIT-
. ERATURE, Urbana, Ill.: NCTE, 1972.) |
(d) consider anqnevaluate his owp/ responses.

<

.

Given such objectives as these, the data we collect should include at least
some indication of students' attitudes (do they read voluntarily? do they ever talk
about what they read? do they ever recommend books to others?), gome record of what
they read voluntarily, and some record of the kinds of responses they make to 1lit-.
erature in an epen -ended situation .

I believe ‘most teachers would agree with the following statement 1n'The Bullock
Report :
. one of the most important tasks facing the teacher of older juniors
and younger secondary pupils is to increase the amount and range of their
voluntary reading. We believe that there 18 a strong association between
this and reading attainment,,and that private reading can make an important
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contribution to children's 1inguistic'5nd experiential devalopment. (A
‘ LANGUAGE FOR LIFE, p. 126.) . R .
The point, of course, i1s that if ve value the sfudeat's voluntary reading, and 1f
ﬁﬁﬁ$:=;___wehrecognizeaitbasg£a=ppwenful:instrumen%~fer—the=improyemeht~nf‘3tandnrds”‘fﬂﬁttﬁﬁk?*“‘“‘““
, p. 130), then we really ought to get_ some information about 1f, but we very seldom
——————de--this, —even—in-an—-informal-way— g — — .

-~ ° .- #As a junior high school teacher with manageaﬁle“cf§8§4Iﬁ&ﬁs*ﬁf“asaut“IUO“Efﬁ;_”%“ o
: dents, I worked out and evaluated a literature program based upon atudents' inde-
- pendent reading, and you may be interested in some of the techniques that were used

to keep track of students' reading. ‘Dwight Burton and I wrote an account of the . -
program in "A Literature Prograg for the Middle School," THE CLEARING HOUSE, May
1971, pp. 524-527. . . . ‘

STEP THREE: WHAT RECORDS DO WE KEEP?

. There are two very real problems here, of book~keeping and of .the use of in-
forniation by teachers. We are all aware of the potentlal dangers of the ‘'self- .
fulfilling prophecies" dbout students, where records prejudice rather than help.

One of our major difficulties at present 1s that our system of record-keeping
on students makes it extremely difficult to determine either the nature or the ex-
tent of students' progress through his years in sthool, and the kinds of evaluation
we customarily do in the classroom make it difficult for a teacher to assesy pro-

© gress even in the course of a school year. For example, if a student consistently
receives marks of 65 or C in English in grades 7 to 9 or 10 to 12, does this mean
that he has not improved? What, in fact, does it tell us about him other than that
°r his teachers tended to judge him as "average" in relation to his classmates in each
’ of those years? Or, within a single year, if the student's ‘first paper is marked.-C
and his final paper’is also marked C, does that mean that he has made no progress?
Without entering into the controversy over marking, my point here is that marhs are -
obviously inadequate indicators of progress. Even when a student's marks improve
over time, we do not know what the change signifies: perhaps the quality of his
work improved, or he started doing assigmments he previously ignored, or he was more
capable of doing ‘the kind of work erequired at the -end of the course than he was the
work ‘required earlier. ¢ . .
‘ "The Bullock Report's'comment is probably applicable here, as well as in the
/ U.K.: '"The records which accompany a child from the first or Infant school are“Wll
) too often inadequate. Rarely are there indications of a child's specific gerengths
and yeaknesses, .recorded in such a way as to help ‘the teacher at the next level to
. give special attention to them.' (p. 215) I believe that a profile of the student's
work would be useful, following the pringciple stated in Bullock that "the informa-
tion they contain should be such as to give genuine guidance to the . . . department !
and to teachers . . ." "Subjective assessment 18 valuable, but it is the more re-
vealing for being supported by objective data and actual evidence of performance. . .
) ., we have in mind a profile which would include diagnostic information and examples
- " of written work. The essential thing about diagnostic data is that they" should help
o the receiving teacher . . ." (p. 217). . :

The question to answer here, then, i1s: What information would be most useful
- to the teacher? And, again, our answer to this depends on our values and priorities.
Pergonally, I would like to know the kinds of things the student has read and en-
Joyed. 1 would like to see some samples of his writing from previous years. I want
to know how he feels about reading for enjoymént. I would like to knew the kinds of .
questions he would ask about poems, short stories, or films 1f there were no teacher §F
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around to ask the questions for him. I would like to know whether he finds it dif-
ficult to find things to say about academic types of isgues and questions; whether
he enjoys speculating gbout abstract questions. I would like to know how well he

dicting future events, perceiving .casual and dependent relationships, giving ex-

-_—writes—when~doing-aseignm@nt&—like«reperting~en—experiences;*anticipating~and~pre'-F—-*-*——~*

Ay

—— planations tﬁ?homrand—why~ﬁhtngs—happen-deaitng“withﬁprohiems‘tn“hTS‘imaginattbn, """
B creating experiences through his imagination, and justifying his own or others' be-
— - havior (Bullock; p.- 67} Inriooktng~through esent writing samples, I would pay/
particular attention to whether or not he specifies and relates. As James Moffett
points out in TEACHING THE UNIVERSE OF DISCOURSE, L.

. . . two general limitations characterize the thought and spaech of youngér .
‘children.and of older but 'disadvantaged' people--the failure to gpecify and
the failure to relate . . . Specifying is an act of analysis' relating an/act
of synthesis. The verbally immature or disadvantaged student needs, on the
one hand, to discriminatel and specify more, which would move him toward de-
Bails; and, on the other, he needs to connect in, for example, temporal,
causal, and contrastive ways, and to subordinate ideas to establish rank and
salience, all of which would move him toward high abstraction. (Boston:
Houghton Miffhin, 1968, p. 73.) .

Like Ken Macrorie JI would examine the writing for indications of incipient Engfish
the dull, lifeless prose which results from trying to sound .intelligent rather than
trying to say something.

le

"I would like to know what this" stuaent~ftnds*chaTT§'“i “ahd what he finds too

difficult. Where, in other words, can I best begin with himx

1
o —

Whatever monitoring procedures we adopt, we must be concerned with their pos-
gible effects on the student's work, his attitude, and the curriculum. Monitoring,
like evaluation, is not an end“in itself and it*should not be permitted to interfere
with- our primary aims-<helping students to learn and to improve. Too much evaluation,
using intrusive measyres and formal testing procedures, is like c&nstantly pulling

" up, a plant-to see if it's growing. Similarly, we must be aware of the stress and
anxiety which our procedures may create for students. Again, to cite Bullock,

There 1s no doubt that many secomndary school pupils develep unsympathetic
attitudes to literature as a résult of their experience in preparing for an
examination. We saw lessons in which a novel was treated as a hoard of factual

% information, with the pupils scoring marks for the facts they remembered . . .
We saw pupils encountering poems as little more that comprehension passages,
on which the teacher's information and interpretations were recorded as mar-
ginal notes. (p. 131)

L]

. . . the analytical approach to poetry . . . has been successively reinforced
by every new examination which has been introduced . . . T.S. Eliot once said
of practical criticism: 'Lt cannot be recommended toiyoung people without
grave danger of deadening their sensibility . . . -and confusing the genuine
~development of taste with the sham acquisition of 1t.'} (p. 135)

[ do not consider monitoring as a way of- goading gtudents or scaring them into
working harder, whith is ane reason I prefer)the term "monitoring" to "evaluating.}
BEvaluation is too closely tied to the notioz}of marking, and of motivating by ’H—\\\\
useé of threats. Monitoring 1s carried out to provide us with information whi€h will->

* or should--lead to more effidient teaching: If it is done simply to provide another
grade for the book, or as a means of motivation, our time and effort might better be
spent elsewhere. r - 4

Honitoring languagekdevelopment, most simply stated, is finding out whether
students are improving in writing, reading, speaking, and listening. There are

?
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several teasons why this information is importan{, not Teast of which is our own néed
--for reassurance that what we are doing is making a gpsitive differance. In the face
. of increasing criticism.from virtually all quarters, we are understandably a bit
u___,A____nervous_and_defensiue,aand%we_needzzbothufox_ourselves_and_our—criticsa-more—than=ouv==~&—ﬂ—
unsupported beliefs that our students really do improve and that the situatiop 18 not
as—deeperateiy—bleak-ae—seme—peep%e—seemate—think~——More—&mpertant—~we—need;tc—know———g—————
about our students' progress in order to help them learn. If we are ever going to
T ' individualize and personalize--éducation; we are Boing- to-need—more—information than - -

. we currently have about individual students' work in our subject. Before we can ’
- "begin where the student 18" we need to locate him and have some notion about where
he came from and the' direction in which he's headed.

-
T m w w w m m ow w ow o

SHOPTALK:

"This is a time-of year when editorialists are prone te preach the story of little
Juhfinlies and Janes trekking to scheool for the first time, leaving tearful parents
standing at the family doorstep. We're 8w1tchinb, however, to education facilities,

and ¢lesing with a query. . .'WHO is educated. o
If ever there is a fortunate community,- educationniiy, TE 18 Tempe Here we "

T ——— possess nursery schools, kindergartens, branma sche@ls three high scheols and
twelve colleges that comprise a university. these*ﬁublic institutions mpst be ~

added parochial schools and services of private tutors,

Only %the stupid would remark that we here-in Tempe lack facxlities fqr an ed-
ucation. These facilities may be equalled elsewhere, but they certainly cannot'
be surpassed.

Ralph Waldo Emersen in 183%-wrote: 'The things taught in seheels and colleges are
not an education, but the nleans to an education.'

Tempe and Arizona have done well in providing g@od schools in abundance, and pro-
"ficient staffs of teachers and administrators to operate these schools., What-———r—""
puzzles many a parent is: 'With all these fine facilities doing their intended

jobs, how can a person really determine if his child has beceme truly.educated?’

To sort of help us, TDN calls on a professer in Chicage who ig feported to have

glven a certain test to his pupils. The professer first told his pupils that they
were not really educated unless they could say YES to all these questieris:

--Has your education biven you sympathy with all good caused and pade you es-

-

"K pouse them?,
\ --Has it rmde4y©u public-spirited?
€ K -«Has 1t made you a brother te the weak?

- --Have you learned how to make friends and to keep them?
==Do you know what it is te bga friend yourselfy '
-«Can you look an honest man or a pure woman straight in the eye?
--Do you see anything to love in a little child?
--Will a leonely dog follow you down the street? ‘
--Can you be high-minded and happy in the meaner drudgeries @f 1life?

-eDo you think washing dishes and hoe-ing corn just as compatfible with high ' d{
thinking as pilane playing or golf? v
- --Are you g@@d for anything to yourself? Can you be happy alone? .

--Can you look out on the world and see anything but dollars and cents?
--Can vou leok into a mud puddle by the wayside and see anything in the puddle
but mud?
. ==Can you lock into the sky dt night and see beyond the stars?
-=Can your soul ¢laim relati@n@hip with the Creater? .
We sincerely believe that 1f the children can answer, affirmatively, upen graduation,
all these questions, thgy are truly educated. And hard-eaxned dollars spent f@r
local 'brain factories' will be money well spent." ("Brain Facteries," an editorial
in the TEMPE DAILY NEWS, Aug. 23, 1972, p. 2)
. \

-
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ﬂ " WRITING, PRISONS, AND THE ENGLISH TEACHER

Richard*Koch, University of Iowa
a relatively young man
’ tall, thin, and awkward .
rises at the front of the room *
ﬂ -
his brown plaid sportcoat : |
: Y “is oldfashioned ’ .o 7 e -
R ' with shoulder pads, o T g
‘ it is almost humorously °
too kmall, ' S .
¢ it ri up over his fanny, .
P - ' * his arms stick out of it : , |
* LR like the legs- e
of a gawky waterbird ,

his hair is thinning - |
and a little gray : . - ¥

moving to the podium

'Y in His dream
he begins, with layge clumsy hands,
to shuffle the papers of-his speech
searching in them for sgmething
more than he has written

- - 4

Those are lines from a’poem c3lled "Scenes from the State Prison." I can't seem

to write the rest of the poem, but it is about an English teacher who conducts an “

experimental writing class in a state prison.in Michigan. When the claaa is over the .
'+ teacher knows that his life is quite different than it was, but- -he can't seem to talk

about it to anyone. He vacillates back aggiforth between the language of formal dig-

course in his reports and the- language of unatic standing on a table and screamihg

at his fryghtened»gudience The formal reports about education, of course, don't draw *%

much agtention. In, his screaming he says over.and over to the onlookers, "Dop't you

see? Don't you see? “Don't you see?" But, in the dream the audience never does see.

So, I filed the fragments of the poem and the thing on paper which was halfway .
between a report and an essay. And I tried.to forget about them. But then last week g )
in my freshman rhetoric class at the University of Iowa (reading, writing, and speak- -

ing) my students were looking at a couple of editorials on Angela Davia--from the time’
her trial was going on. I had put the editorials alongside an excerpt from her book
IF THEY CQME JIN THE MORNING. The classroom purpose for our doing this was to look at
the difference in realities created by different perspective and different language

- frameworks and perhaps to generate a few politically oriented topica some members of

- the clagﬁ might choose to do research papers on. But, while I was on my way to doing
this the class stopped me with a near brawl about the state of prisons today. Some
of them were appalled at the conditions Davis described, some claimed she was coddled;
some of them just despised her and that was all there was to it. One of their basic
disagt%ements was about what prisons are like. Some of them, in the heat of battle,
claimed to have visited a prison and verified that there were no roaches or rats N
whatsoever. Some of them claimed there were. : :

-I was interested in this discussion for its own sake. The students were interest- L 4

ed in it, and I wanted to help them pursue it. 'And it gave me the opportunity as a
writing teacher to suggest to them that this situation--where we all cared about
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prisons and what they are like but didn't know, or couldn't prove what we knew--was
precis®ly what could make doing a research paper worthwhile. We needed-. -somegne to go
find out about prisons and report back to us. Therl, wvhen the class was over, I went
back to my office and got out my essay., - .

As 1 read it I realized that my life,'31nce I taught that course, has partly been
me’asured in degrees of recovery from the. experience. At the time I used the drive
home each week, from Jackson to East Lansing, to try to get over the shock of being
with men who were living out one of my nightmares, of being let into a prison and not
let back out. I was always grateful for the contact with university vehicle mainten-
ance men who would begin to service the car and perhaps talk to me about the weather
for a moment after I arrxved Through some concentration I would then begin to re-
orient myself so as not to expect each black person I met to have knowledge of the

yprison (the class began with about eighteen black and five ‘white, roughly approxi-
mating the appéamqnce of the prison population I came in contact with). Later I would
wander through fthe house and perhaps glance at a weekly,news magazjne and think how
ludicrous it seemed to read about normal life while some men were in prisons 11ke
Jackson. . . .

.

-

1 suppose I got out the essay because my students' discussion reminded me of why
I wrote it in the first place. People ought to know. Prisons are society's place of
last resort for some of its citizens, and consequently they are places of despair for
their inmates. It is important for people to say what they are doing in these places
and whether they think it is helping or not. . - .

@ N 2

More ‘directly related to the field of English, I think the results of that course
can offer some ideas about how the profession might approach a large potential body of
students among prison inmates; and I hope I can offer a helpful perspective in the
continuing discussion about education and its connection with the personal growth of
inmates and other students. -

L‘; T#

When I'was invited by the Department of Corrections and the Department of Con-
tinuing Education to design and teach an experimental writing course at the prison,
on a very modest federal grant for gqxperimental education, I decided:to use a vari-
ation *of the experience-centered (or student-centered) writing course I had taught
for the Michigan State English Depaftment for three years. While I had not always
achieved ideal successes in that coprse I felt the evidence was clear that such o
courses could lead to 1mportaﬂt self-discovery through langlhage as well as 1ncreased
skill in using language. For most students the opportunity to write about their ‘own
interests and values had led to the questioning and clarifying of the'se values, and
through the responses of others to their writing it also had led to a better under-
standing of how their values related to their«world. In thig atmosphere of writing
and discussing the desire to be clearly understood and to be convincing was usually a
natural development. Most of the time this led to b®ktter communication. With prison
inmates this approach met some special difficulties but also, I think, a chance for
some of the most meaningful successes. -

-

»

. ! . J
The initial and primary goal of the coutse was to get students to focus on those
points where language could make a v1ta1 connection with their lives, to help ‘them
discover (or redlscover} that language--when it is not purely an academic concern--
can be a main way for explainlng things to yourself and to othérs. _A second goal P

growing diTectly odt” of the first was 'to help them' write better.\ :

1
‘s
The class was open to any inmate who wanted to enroll, up to around’ tWenty stu-
dents. Yt was non-credit and entirely voluntary. Only twenty three people signed up
80 no screening was necessary, and happily they represented varied educational back-

grounds including a few who were college students. I felt that with diverse interests
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and different backgrounds they would ‘have more to offer one another than they would if
they worked mainly out of specifically academic interests. I also felt that the pos-
sibilities for the mutual exchange of technigal advice about how to write better were
still rich. N

. ’ .

"I was prepared for a cross section of prison inmates, but I was not quite prepared
for the mainly normal and real people who appeared in class on that first day. A usual
stereotypic view of prisom~jnmates, suggested by people who have come int9 contact

» with them, is that every inmate holds the belief (often thought of as humorous) that \ ,
he is normal and he cannot understand what he is doing in this place with criminals.
Most inmates I met did have this feeling. But, I believe for many of them this was a - -
normal and valid human Peaction to their situation. Often the dishonesty of.an inmate
would not seem greater than that of manhy people who were not in prison. Qne man had v
been a small time embezzler. He had known he might be imprisoned, but he did not feel
like an exceptionally dishonest person. Another n had a violent temper, and had no
doubt acted many times: under the power of it; but also felt there must be some good
purpose for hiy in life and he wanted very deeply to find it. Another man took heroin
in order to perform better sexually to keep his wife (she left him anyway) and wound _
up involved in a violegt act in a way that still confused him. And yet another man
felt passiondtely that his government was carrying out terribly immoral and destructive
acts, I believed this too. I do not mean to suggest that all inmates are in prison
by a quirk of fate. However, I think it is fair to emphasize that the very great
majority of inmates are not "big time" criminals, nor are their motives or their be-
havior wildly perverse or'abnorma}.“,AImost all of the inmates I knew behaved like
normal, basically good people. During my introduction of the course on the first day
one man raised his hand and asked, "Are you nervous?" I hesitated and then answered
that I was. '"You don't have to be," he said.

ﬁe began our writing with free associations (stream of consciousness thinking
recorded).” The first day I asked people to free associate to music of a record I had

° brought to class. Other free associations were on subjects like "prison" or "home."
For tite second week's class meeting I asked each person to do two writing projects.
The first was a recording of sensory impressions experienced while sitting in one place
for one-half hour. This is a very common writing project in classes today, and I used
it for the usual reasons: to at least tempoyarily heighten their sensory awareness, to
help the students increase their awareness of distinctions they were making between
sensory and emotional or intellectual responses, and finally to help them become better
able to change levels of abstraction from concrete details to generalizations and back
again in their writing as it became useful to them. The second project was to write
two paragraphs about themselves, one on how the writer saw himself and another on how
he.thought others saw him. We used these paragraphs mainly as a way of introducing
people to one another, but they also provided a chance for an opening discussion on

. whether readers could understand what the writer meant and whether the writer felt
satisfied with the way people responded to his description.

For the next several weeks I asked students to choose one or both of two basic
directions, both of which were basically autobiographical: they could write about
some event or series of events, or some relationship which was especially important
to them and which they felt they codld remember vividly; or they could write about a .o
central goal or value in their life. The narrative writings included one in which a :
student (the same student who had told me not to be nervous) remembered in, horrifying
detail a childhood beating, the unfair reason for it, and the results of it in his
family. Another described a series of prison visits one wife had made and the pro-
gressive breakdown of the marriage that occurred between and during those visits.
Other papers dealt with important places in a person's past, moments of personal tri-
umph or discovery, . or events that had taken place in prison. The essays about hopes,

-
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‘goals, and values often drew on the same kinds of experiences of course, but the writ-
ers were usually more concerned with the societal and political implications of the
events they chose to write about. One essay attacked the use of the word "ex-convict"
on the grounds that it did not separate the person referred to from his past as the
"ex'" suggested, but rather it tied him to his conviction and his crime. N

In the middle weeks of the course, Art Buchwald made a surprise visit to our class,
and he encouraged the students to write about prison and prison life because he felt
there was a public market for that subject in newspapers and magazines. No.one was
required to accept this or any of my invitations, and the form of the writing (story,
drama, poetry, essay) was always chosen by the student. Most students tried\QE/}eaaE\\////
a couple of the projects I suggested. Those who could neither accept the projects or
find alternatives I encouraged to attempt some writing which included no public respon-
sibilities whatsoever--keep a daily journal for example, - R ///

. Fl . - ;

Usually an hour or somewhat more of a class meeting was spent reading and dis-
cussing papers members of the class had written. We would discuss problems that had
come up, discoveries that had been made, or start by having several writers read their
papers aloud, with the class freely responding to what was written about and to how
it was written. We would attempt to appreciate as carefully as we could what the
paper made us think or feel. Then we would ask the writer what he had wanted his
paper to do to an audience, and if there was a discrepancy we would begin to help him |
explore wayvs to accomplish what‘he wanted. With a class like this in which the stu-
dents are not familiar with the task of responding specifically to writing, the in-
structor often has to begin by trying to make connections between a kind of reader
response and what he thinks may be a technical quality of the jpaper. T would some-
times ask if readers felt so much a part of the experience of a paper because of
the way it shared sensory,details of that experience. Or, I would suggest that the
ideas in another paper d not seemyto relate tq each other to me and ask if this was
partly why we as a class were not moved to agree with the conclusion.

1 was pleased with the generally high level ‘of energy in the class response to the
experience-centered classroom situation. However, from the start there were also
signs that the class had some problems related to this approach.. By about the halfway
point (after four weeks) the class had lost just slightly less than fifty per cent of
its membership. Two of the college students wanted a more academically oriented
class (one that would devote its whole energy to learning to write term papersy. But
others were badly intimidated by the practice of reading papers aloud; this occurred
even though I carefully did not pressure anyone to read his papers if he didn't want
to.” Others simply discovered they weren't interested. For one thing it was spring
and a man had to be very committed or a fool to stay in the classroom if he could get
time out in the air. I was told the attrition rate in my class was about equal to
spring attrition in the dther classes in the prison academic school which were given

for credit. )

I later learned that my invitations to write autobioggiphicai staries and prison
writings were somewhat suspicious looking projects. The ﬁtwdents were very hesitant

to participate in anything that looked like a psychologicgl probe (which the idea of
autobiography suggested to some) or to write frankly about prison, although they would o
talk fairly openly about it. It was their belief that it was dangerous for an inmate

to write negatively about prison--dangerous in the sense that it would get the writer
labeled as a troublemaker making him subject to punishment and causing difficulty in
gaining parole. The disogientation that can occur in a person who has not had pre-

vious experien63>centered lasses may have caused a few to drop out. The pervasive
intimidation of being in & writing class also very likely atfected the number of

people who could operate in the class.
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. Despite' all of these factors, however, those who remained in the class
on to important and often exciting conclusions. The most exciting result was“that

they could write more effectively about matters of importance to them, and they under-
stood to some extent the ways in which this opened up new thought to them about their
lives and their relationships with others. One of these happy experiences was the
progress made-by the political activist. He could use language pretty well from the
start, and he was -always overflowing with ideas that he wanted to-write about. But,

in the beginning he could not focus clearly on one thing at a time or show how one

thing related tq another. His subjects were important; he was full of lists of eon-
cerns and events; but he had great difficulty in developing them fully or in linking
them in their significance. By sharing his work in class, getting criticism, and re-
working several papers, he gradually became able to focus on one important idea at a
time and to work out the implicatioms and “arguments-related to it. The essay on being g
called an "ex-convict" was one result. He also discovered how to tell a fuller story,.
with the details and subtleties that help bring the events to life. And because ideas
and.communicating them had been so important to him all along he fully understood how
much these discoveries meant in terms of his ability not only to relate to others

but to shape his world,

.

For several other students the early writings were the mostkipportant because it

was in working with those projects that they found they were able to use writing as a
way to work through their ideas and to make contact with others. This discovery was
_far more essential to them than what they learned later about how to write better.

Ouce they discovered by writing about themselves that the pen on paper was just an
extension of their own thinking, a way to know their own mind better, it would not have
occurred to them to stop this process whether there was a class or not. 1In one per-
son this discovery unlocked a flow of thoughts that sometimes resulted in ten or

twenty pages of writtng from one week to the next. One of these was the paper narrat-
iing the breakdown of his marriage. Only toward the very end of the course, after

many events and ideas had become more clear to him, did he begin to go back and shape
/his writings for a fuller expression of what he meant and a greater affect on his
ﬁreaders. Then we tried to help him and others in the class who were interested to
- lwork toward the publication of their work. If the number of inmates who can accept

the responsibilities involved in an experience-centered writing class is limited at
tirst, still for those who can the rewards may include getting a better understanding
! of themselves and a greater likelihood of shaping a positive future. And thereis

probably no group of people more in need of these things. ‘e

I believe there are two broad conclusions suggested by this experience. The
first is related tosprison, and the second has to do with the schools. But both are
deeply disturbing. It is generally agreed that inmates are, for the most part, very :.
much like other people. And, although there are exceptions, there is probably not
much dispute about what prisons (especially maximum security prisons) are like. 1In--
stead of being devoted to helping the inmates cope with their difficulties and grow
beyond their problems with society, prisons exist primarily for control, that is, to
protect society from the inmate and to punish the inmate. In arguing that this is
wrong, I am assuming two points of psychology which seem so broad and so elementary
as not to need argument. Nevertheless, this is the place to make them explicit. The
first assumption is that a person who can achieve personal fulfillment and societal
acceptance through '"normal" channels is unlikely to become a societal misfit. . And
so if our regular institutions (the schools, for example) accomplished this goal for
more individuals there would be fewer criminals. The converse assumption is that 1if
we work with societal misfits (prison inmates, for example) in such a way as to help

‘ them develop both a fuller sense of their self-worth and the skills necessary to
succeed in.society we are making it more likely that they will be able to avoid future

crimes,
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We maintain 1imited praftical programs like prison school with which we delude °
ourselves. And always there|are some remarkable resilient individuals who can get
what they need from prison s¢hools to survive in society. But for tlie great majority
the school work and the limitled counseling are nothing in the face of their past and
in the face of prison life. /It is nearly impossible to understand froﬁ\the outside
the .utterly dehumanizing effect a prison has on its inmates. It is at first encourag-
ing to discover that not all people who work in prisons are ogres or sadists, although
some are. I grew to know the teachers ‘and school administrators as mainly sincere
and- helpful pégple. But there is simply little that compassionate educators and guards
can do to offset the absolute powerlessness an inmate experiences, at ghe mercy of all
those around him (officials and other inmates alike) for the most basi daily functions
and barest sense of privacy and decency.. Seeing your wife and children is a rare and
conditional privilege. Officials and inmates seem to agree that most of the time it
is impossible to control beatings and homosexual rape except througzh the also destruc-
tive act of isolating the victim. And such acts are not rare; an inmate considers it
the most apparent fact of life that he must constantly "watch himself,"

As a society we seem to vaguely hope that prison reéally will "help" people, even
though it is a hard lot. But, the percentage of inmates who return to prison after
being released shows that this is not true (figures for Michigan alone in the vear I
taught my course, 1972, showed that a fortv-six per’ cent failure rate existed for
first-time parolees), Other times we like to think that prisons contain mainly past
leaders of the Mafia and other criminal syndicates. But this also is not true.
Jackson State Prison in Michigan is considered one of the largest walled prisons in

. the country, and I was told that there was not a single major crime figure confined
i 3 3

there.

Instead of helping infates cope with life we are isolating and bunishing them,
crushing their sense of self-worth and destroying their contacts with family and
society. Consequently, our prisons produce severely handicapped, deeply embittered
ex-convicts who, if they have.learned anything at all in pyison, have learned to be
thickskinned and to be more skilled criminals. As long as prisons are designed and
financed as they are today there is absolutely no hope for large scale rehabilitation
of prison inmates. Prisons like the ones I have been describing could only really
exist for one of two reasons: either we are unwilling to spend the money it would
take to support programs of genuine concern that would have reafl opportunity for human
growth and rehabilitation; or, we are mainly interested in punishing people. BEoth
are very likely part of the truth. The first possibility reveals a frightening sense
of our national priorities--these people in prison are simply not worth much to us.
The second shows a tendency toward vindictiveness that is both unloving and psycho-
logically unwise.

And just as prisons are utterly failing their inmates néw, other institutions
have failed them in the past (otherwise they would not be in prisen). As I have
already suggested, one of the primary institutions which must have failed them 1is the
schools. The c¢ry may be raised: "We cannot solve everyone's problems. We are here
only to educate.'" And, to some extent this must be allowed. The schools alone cannot
rid our society of urban ghettos. The schools alone cannot change society, prevent ,
corruption, and save our children. But, finally, education means helping people de-
velop the knowledge and imagination to survive in the modern world. To the extent
that we do not do this for everyone we have failed. In our country today, the
prisons stand as a major failure in whi¢h the schools must~share.’ And how many more
have we failed from among those whe are not in prison? Neil Postman in "The Politics

. of Reading" reminds us that sujcide is the second most common cause of death among

adolescents, and that more people are hospitalized for mental illness in this country
than for all other illnesses combined. (Neil Postman, 'The Politics of Reading,"

ILLITERACY IN AMERICA: POSITION vPAPERS in HARVARD EDUCATION REVIEW, May 1970) These
facts indicate the breadth of our failure.
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0f course, the best question is not how much of the blame must the schools accept,
but what forces within education are causing the schools to fail with so many? And,
what can be done about it? T believe. that a classroom in which '"rewards" are present-
ed to students as their main reason for learning (whether the reward is poker chips -
and stars for first-graders or grades for college students) and in which it is, the
teacher alone who knows that the subject is worth learning, 13 a classroom which is
encouraging an unhealthy dependence on formulas (if I do this, I get a poker chip).’
And I believe that this is a classroom which discouraggs true self-understanding and
the development of the imagination. The imagination would ask: Why do this? How
does it relate to me? What dJoes it say about my life? Because this argument treads “
on such battlescarred- academic territory, let me add that this, is not an argument
against rewards (if children seem to like stars and benefit from them, then it is
probably helpful of us to give them stars; and so long as colleges must evalute, some
grades are probably necessary). Bu., I am arguing against replacing reasons with .
rewards and against replacing use of the imagination with acceptance of pat formulas.

- » .

I suspect’ the classroom orientation toward rewards unrelated to the subject being
studied and the tendency to rely solely on the teacher's knowledge that the subject is
worthwhile, grows mainly from the feeling among some educators that children will not
learn-unless their attention is centered on these rewards. But, as John Holt points
out, this assumption is emphatically not true for small children who learn to talk
(vocabulary, how to make sentences, and how to imbed one idea inside of another) be-
fore they reach school age, and with the main reward being that they become able to

. communicate. (John Holt, "Talk," HOW CHILDREN LEARN, NY: Pitman, 1967) The writing
course I taught points out that the assumption is not necessarily true for adults. .
Even many prison inmates, among the most neglected members of our goclety, are able
to become interested in learning when they discover it can lead to self-understanding®
and to satisfying contact with others. For children and adults warking with language
provides one of the most exciting opportunities for emphasizing a person's natural
desire to learn. Most people can see how writing can be of importance to them, and

+80 they can see it is worth learning about. It 1s a natural step for children to -
desire to become more sophisticated in their use of language as long as it is studied
as a means of communication and not purely as a set of rules. And it Ws a natural
step for children to notice that the writing of others provides opportunities for
turther communication. As long as we approach literature from this perspective (as
if it were trying to communicate something) it is natural for people to want to be-
come more sophisticated in their understanding of it. TIf history helped a child
pursue his natural interest in how people relate to one another and how societies and
cultures operate, it would relate to life. If science pursued a child's interest in
how his natural world functions, it would relate to life. If mathematics helped a
child solve problems of numbers and groupings in his real world, it too would relate
to lite. But this 18 not the place, nor am I the person, to outline courses of study
in several flelds.

However, I believe the writing course I taught shows again that experience-
centered education need not be irresponsible or vague. In an experience-centered
course the teacher's role is still important. Such a course can and ought to be
organized (though there must be room for some flexibility). In the courses you need -
not give up the idea that some writing communicates better than others, rather vou
work with this idea to improve people's writing. And, finally, I hope the course
shows that experience-centered education does lead directly to skills development.
Only insteagfofxﬁévelopment of skills which are devoid of worth in the mind of the *
student (anf so quickly forgotten), it leads to improving skills precisely because
they are seen to be of worth.

I am trying to argue two different points at once here, but I think they are
ilmportantly related. 1 am arguing that a new approach to education is. badly needed
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in wur prisons, and not just in model "experimental' minimum spcurity prisons, but in
our real prisons, our neglected prisons. And, I am arguing that experience-centered
education in the field of English could provide a leadership, and to some extent a
faculty, that could take educgtion of inmates in this direction. Further, I am trying
to point out that experience-centered education needs to be a ghiding force in English
today 1if we are to have any hope of meeting our world's needs &s well as teaching
specific skills. I think experience-centered education is reasonable and viable, even
in this time of de-emphasis on education and movement in state and federal governments
toward mechanistic behavioral standards for the schools. We cannot expect governmental
support for vaguely humane goals, but this need not--and must not--prevent ys from
persisting with an experience-centered apprvach to our students. This is the ground
from which personal growth and skills development can be related to one another. And
these are both goals we must strive for if we are to accept our share of responsibility
for the suryival of individuals, and for world survival as well. Perhaps actually
getting this approach into the prisons in a meaningful way seems a nearly impossible
task. But, I believe that sincerely working toward it is the only path toward§health
for me, for prison inmates, and for us as a society.

My students showed, in their respohse to the two editorials and the Angela Davis
excerpt, that they have the capacity to be alert and concerned about ethics, social
justice, and the importance of communication. I know this willingness and this
alertness can be the key to their surviving and perhaps making a' better world. And I
know that what they need from me is not-so much any information I have about prisons,
but rather a skilled nurturing of their concern and of the imagination it takes to
translate concern into meaningful action. I need to help them grow as individualg .
as they learn language skills. And I need to be careful not to distract them from
the real world in order to teach but instead to equip them for it. This will not make
the schools the saviors of our society, but it will mean that we are striving in the
right direction. ‘ ‘ - '

I wish to thank William Laubach and Al Krische, administrators at the prison
academic school, for their complete cooperation while I was teaching this course.

And I owe special gratitude to Charles McKeGE%?&rector of the Evening College at
Michigan State University, who was one of theYprimary forces in bringing the course
into existence and without whose personal and intellectual help the course would have
been much less than 1t was. N

SHOPTALK: ) , -
". . .Educators, legilslators and officials have discovered that added money alone 1is
not sufficient, that one-shot isolated devices like team teaching or. flexible
bcheduling are ineffective, and that reforms cannet be put in standard packages
and imposed from above. ’ j
In our own work; the two of us have uncovered some specific guidelines that prq&-
ise greater success: : . /
--The present public demand for greater emphasis on basic skills must ultimateiy
face the fact that earlier . reform movements have encountered. i !
--There is no one best approach to schooling. Different students have different
neads, and the road to basic skills (or to any other goal) may run in indirect
ways, for example through drama, geography or physical education. The real khy
is that there 1is no one best reform; indtead a variety of approaches is needed
to meet the wariety of public preferences and pupil needs that arise for eachi
of the five major funetions of schooling," (John Pincus and Michael Kirst, |
"S8chool Reform: The Hunt for Consensus," LGS ANGELES TIMES, August 17, 1975,
p. Iv-1)
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ENGLISH EDUCATION: FORGING A NEW HUMANISM :
George H. Henry, University of Delaware

I .

From its very beginning in the Renaissance, humanism as a study of the art of
language got underway with the realization that it held within it a new view of ed-
ucation, one rich in respect to this world in comparison with the scholastic orienta-.
tion toward salvation. The many treatises on education during the Renaissance demon-
‘strated how the "new" ancient resources contained in language could initiate youth
into .an exciting way of being human. But just as Christian perfection was not edsy, .
80 being "essentially" human in this secular sense demanded rigorous cultivation, too.
From the neo-platonic Florentine Academy to the extreme rationalism of the Enlighten-
ment, a good three hundred years, humanism thought of itself primarily as a way of
tedching the cultivation of this "essence," and in time Christianity reconciled rev-
elation with this worldly "essence,” especially in Jesuit education and later on in
the small Protesgggt liberal arts colleges in America. -

By the fifteenth century, the humanist teacher perceived that the extant classics
were often mutilated, deleted, corrupt, varying in syntax; that words had to be de-
fined in light of the temper of an age; that other, unknown works were probably precur-
sors; that the interpretation of these classics had-changed through time. Thus a
large-scale literary industry other than teaching gradually grew into the system of
humanist education, : ‘

So wide-ranging did non-teaching humanism become that by the early nineteenth
century, literary-humanism could distinguish five discerniblé.modes of activity, each
one large enough to-be a specialized activity, one segment of which could occupy a
scholar's lifetime., (1) It was engaged in philology (now called linguistics), in-
‘volving such acts as encoding and decoding language, describing language progesses,
noting linguistic change, marking off dialect boundaries, relating sound and meaning

- and testing grammars. This aspect of humanism requires a mode of inductive thinking

+ much like that employed in the natural sciences. (2) There was textual analysis,
including such acts as exegesis and editing--authenticating, modernizing and torrect-
ing varying versions of literary works; for the doing of which there is possible a
limited kind of "scientific" inquiry, but mostly an empirical inductive mode leading
less to causation than to rational validation. (3) Literary history included in the.
main such acts as tracing influences, delineating movements, determining sources, re-
creating age. For these it had a kind of thinking common to other kinds of historians,
a mode often called historical | riticism, that can include the validation of a thesis,
as in Parrington or Hicks or Lep Marx. (4) Literary criticism, which is the act of
evaluation and the creation of & theory of the art of literature, can be empirical
too, as, for jnstance, Aristotle's POETICS, which 1s the earliest model for building
a theory extracted from instances of literature; or, more lately, Cleanth Brookes'
THE WELL WROUGHT URN, theﬂestabﬂ;shment of a theory of criticism based on eight
"cases,'" There 1s within litera%y humanism, however, the idealistic implication that
literary forms carry universal values, eternal truths, and general notions of some-
"thing called the "human conditioﬁ," none of which need be philosophically examined
as part of literary art. (5) Ladt, there is teaching, the formal attempt "to humanize"
the young through the study of 1dpguage. Until recent times, humanism relied solely
on rationalism te ereate both cur%iculum and instruction, hardly ever exdminihg teach-
ing empirically as it would works!of literary art.
'@ o

l.et us observe these first four activities of contemporary humanism as a group
before going on to the fifth, the pedagogical activity, which is the prime reason for
this analysis, One notices that théy all scrupulously stay within literature. "The
ideal is nothing less than an unde¥standing of all literature and the consequent
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ability to see any literary work in the living context of all literature " wirites .
James Thorpe (1963), and he adds, '"the increased understanding of literat rc is al-
ways the dynamic motive of literary scholarship." Nothing need be said. then, about
"life," as if, automatically, an understanding of literature brings an ulderstanding
of life. This view is not clear-.about where scholarship itself stands in a. given .
culture or in pedagogy. For, at a third level of abstraction there is)%chelarghiu, S
whose findings are once removed from Iiterary expréssigg. itself a second leve]l of
abstraction, an interpretation, a "eriticism of lifgh™ and then,of course, ‘there is

the first level called "life," (It should be clear that while literature may be

"a criticism of life," it doks not follow that literary history and literary criticism
are criticisms of life.) For instance, when Mr. Spiller writes, "if, thereforey -the
primary task of the literary historian is to record and explain the life histories

of literary works. . he 1s reenforcing this thrice-removéd abstracticn: that
literature has a life of its own, the result.of which, for 4 century, has left us

with a literary history without "history" and & history withlqut literature. Apnd

along the same line, Mr., Frye writes, "the -form of\literaturk as a whole becomes

the content #f crificism as a whole,” a belief Xure unmanageable empiricallr and
indeed a PlatShic ideal way above the practice o¥ "1Xfe"--tha ~1s, the Dachaus, My
Lais, Watergates, and energy crises of this worl short, éll,these“four literary
activities imply in effect that scholarship, which can, of course, feed onlv on

what literatuye provides, lives a life of its own, scholarship being ene thingz and
one's humanit¥*another. Surely, to believe that works of literature "ara created out
of literature itself so far as the poet knows it," affd that "literature bears testi-
mony to its own literary origin' may give a sense of unity and order to the seholar
but certainly not to his own life, or the poetis life, or the rationale of an age--
or the average reader's life, especially one who happens to be a student in high
school.

If we vurvey these four scholarly activities of humanism once more, but in a
different way, one finds, in respect to the mode of inquiry within them, a "tapering
off" from hypothetical empirical thinking in linguistics, to an inductive empirical
quest in textual criticism, and an empirical rationalism ih evaluation and literary
theory, with Platonic idealism resorted to in appeals to the:organic unity of all
literature, wherein the study of literary structure (form and genre) itself seemingly .
instructs more than do ideas or deeds, much 1ike Plato's clafms for geometry in
educating rulers df the state., Experimentalism as a mode of thinking, it should be
noted, then, is more or less absent from all five of the 1%gerary activities save,
perhaps, the study of language. e

A third-run-over of these four non-teaching activities reveals that while all ;
scholars would admit that these specialties are organically related and are separated
only for more concentrated, thus more fruitful, study, few scholars see these )
specialties as means to an end: that if there be an inherent all-embracing unity in
literary humanism, it resides in the larger end that we may all understand the .lan-
guage of literature better because of these activities, which 1s to say, be more sus-
ceptible to literary experience in many more ways and in many more places. If this
be true, then, bluntly put, teaching is the supreme end of humanism. - ’

Thus by far the largest activity of humanism is still pedagogy: first, to teach
others how to-carry on these four literary activities, and, above all, the pervasive
activity of humanizing the people of a democracy. Now this pedagogieal activity must
include what scholarship need not do, and often dees not do: emphasize (1) the direct -
experience of literature, (2) the ideas in literature, (3) the didactic elemeént--to
help the student weigh himself on a larger backdrop (not necessarily a literary back- .
drop) than his own time and culture; (4) the meeting with human beings face to face,
for criticism deals diréctly with.literary works ¢f art. 1In the latter one can hold
a theory, and,,ifiﬁiong, one does little harm except misjudge the work or do injustice
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to the author; but a‘wrong theory of teathing may not only harm many youths but well-
~ vnigh destroy the very humanity the teaching was hoping to cultivate. In short, in
pedagogy the self cannot be left out, even when the teacher endeavors to ignore it, .
or be detached. 1Ii a democracy tens of millions of youth are called upon to "study" L.
literary works, though only to the end that they become more human, ‘though only a
- small fraction will be literary scholars, or schoélars at all, though.some become ‘
scholars in non-humanist fields of knowledge.. Pedagogy must ask, How much and what
kind of literature humanizes? And in what way does the manner of teaching matter? ¢
Who is to extrapolate from these scholarly activities a curriculum and a method? And
in mass eduoation how are those to-be humafiized who may read only fairly well and may -
be intelligent but not intellectual? .Most scholars rarely raise such questions and
when they do they employ an off-the~top-of-the~head rationalism, seldom giving these
issues the time and-atteation they devote to‘their specialties. English Education
;must accept these questions, skeptical of a rationaligm that is ever-partial, incom-
plete, and conditioned by time and place. English Education cannot forge a viable
theory of education based on such § priori reasoning.

Such questions make the nexus between the pedagogical aim of humanization and
-the activity of literary criticism more clear. Is humanization identical with
literary criticjsm--that is, explicating a literary work, and thus the high school
curriculum be a watered version of it or an elementary course in criticism such as
the high school Advance Placement Program practically became-~for instance, digging
out the embedded allusions in "The Wasteland?" Whén Mr. Frye (the quotations from
James Thorpe, Robert Spiller, and Northrop Frye are all from THE AIMS AND METHODS OF
SCHOLARSHIP IN MODERN LANGUAGES AND LITERATURES, James Thorpe, ed., The Modern Lan-
guage Association of America, 1963) rightly brings out that Eliot might be good with
Donne but poor with Milton and Shelley, and Edmund Wilson good with contemporaries
but poor with writers of over a hundred years ago, such as Swift and Jonson, how are
we to judge what a mere youth is to do when he is subjected to all these and more in
rapid succession? Humanism has seldom been concerned with such questions. English
Education, after its fashion, was compelled to wrestle with them, and because the
aere "taking thought" of them at conferences, seminars, and conventions did not yield
enough to meet the pedagogical issue, English Education sought aid outside th
raticnalism of humanism--in -the experimental '"sciences." ’

I1 .

Let us look, then, at this experimental mode of thinking that lies outside most
of the five activities of literary humanism, yet occupies so strong a place outside
humanism as. to be affecting humanist pedagogy indirectly by way of English E£ducation,
the area of instruction where humanism comes closest to "life'; where humanism must

“deal net exclusively with literary works as such, but with human beings assembled in
classes to be confronted by what Bumanism thinks the human Tole 1s other than scholar-
ship. So strong, too, is this experimentalism that rationalism 1s losing its authority
in more and more areas of human concern, even caubing,literary criticism to despair

- of its own pluralism within the ehrinking of its boundaries--and, above all, its
gradual loss of control in education.

By the seventeenth century explorations into the<unknown (the creation of know-
ledge) by a method other than humanist idealism and empirical rationalism--that of an
experimental inductive-deductive process, mathematically oriented--led to the spectacu-
lar results of Newton, Galileo, Harvey, and others, Literary humanism was not hostile
to these new ideas of nature and man, often by necessity having to incorporate them
into its cwm corpus of criticism simply because these new views of man and nature
were seeplng into poems, novels, plays, and essays. Yet it was suspicious of the
method, not so much because it seemed inappropriate to evaluation and criticism of
literature, especially when gravitation and the position of the earth seemed vutside’
the human conditions as literary aetivity conceived it; but because the method earned
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its "truth" by severe reductionism and the ultimate translation of man into measurable
quantitiative patterns. It could rightly claim that pedagogy 1is so replete with uyn-
stable variables that any attempt to control. them would ilnevitably lead to the subver-
sion of the idealistic concept "humanity." A child, it may claim, is more than his
1.Q., his measured behavior, his susceptibility to formal stimulus or reinforcement;
but the experimentalist could: in rebuttal reply that a child is more than his clarity
of syntax, his reading of metaphor, his "love" of literature, and it could point out, .
too, the flagrant disregard of a child's humanity while humanists humanize him.

Nevertheless, the experimental method continued to develop inordinately and
permeated more and more of Western culture by creating more fields of knowledge; many”
invading the study of man himself in sociology, in economics, in/psychology, in anthro-
pology~--and, in the area of our chief concern in this essay-spedagogy.

All the while, humanism continually neglected to examind its pedagogy even on
its own logical terms--its method of pure reason, Aristotelian induction, and the
rigorous rationalism of literary criticism., It failed to listen to the warnings of
experimental psychology that there are sexiously limiting conditions affecting the
life of the mind to be humanized, but humanism seldom turned its rigorous critical
process on its pedagogy as it did on interpreting literature and’as it did even on
very minor literature. Better to critique a fourth-rate poet, recover a long-lost
letter of Boswell's or set the date for Chaucer's third work than inquire into how
best to teach poetry to children. To English Education, the idealistic defense by
humanism.of its being essentially concerned with universal and abiding values seemed
a way of hiding its inability to cope with democratic education. In respect to the
improvement of education, rationalism as a method of inquiry has come to a dead end,

Three Western-world-shattering ideas further eroded away the rationalism that
humanism- took for granted from ancient days. Marxism (1848), Darwinism (1859), and
Freudianism (1930). These views not only greatly enlarged and revised the substance
of literary humanism but, above all, severely challenged the reliability of reason,
Marxism showed how reason was all too often determined by one's economic stance in
society, how humanism itself has very often been used as a weapon in support of class
consciousness, racism, and prejudice in the name of liberating the mind. Evolution
revealed the biologic influence on thinking, leading to pragmatism, the belief that
"just taking thought" was not enough motivation for the deepest kind of thinking; that
cne could not will to think unless there be some disturbing lack of adjustment in the
"organism," not just in the "mind," Freudianism pointed to the non-rational dimensions
of reasoning--repression, sublimation, and obsession, all of which could distert the
context of statements themselves syntactically cgherent and unifieq.

.Y

These inroads into the method of rationalism impaired the reliance on a human-
istic pedagogy created entirely by reason, a way of thinking about teaching inherited
and unexamined for over a thousand years. The general result was that because humanism
could not avoid an encounter with depth psychology, empirical sociology, and cultural
determinism in dealing with a literature replete with these, it had also to accept
realitivity in literary criticism; that literary criticism has been susceptible to
fashion, that insight, taste, and power of'expression are the chief assets in the
judgment of literature rather than the constant honing of litemy theory, assets
attained by reading outside the study of literary theory; that the validity of any
literary inquiry cannot rest on its claimed disinterestedness and detachment; that
in pedagogy rationalism has no way significantly to improve curriculum, method of
teaching, the understanding of learning, the knoyledge of the devalopment of the
children it would humanize. : ‘
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Around 1875, (in 1874 the  free secondary school was declared constitutional)
when English as a subject of study glngerly got under way as a separate course in the
American high school, it was a long time before the academic curriculum, the strong-
hold of conventional humanism, respected it as suffdcient preparation for winning
control of language; for it was first relegated either to the general curriculum or
the vocational, Who needed English who could read Caesar, Horace, and Virgil in
Latin, and also imitate the rhetoric of Cicero in Latin compos:[t:ion‘7 On this point,
the logician John Stuart Mill declared at his inaugural address at St. Andrews that
the study of Latin sharpened the mind better than-simple-inflected English syntax. -
As late as 1890, the Conference on English of the Committée of Ten of NEA looked with
envy at the preferred status of Latin.

About this time, when English became more acceptable to humanism and grew in
large numbers in our high .schools, it sought' respectability by faithfully imitating
the way Latin had been taught, at a time when the teaching of Latin in college was
most sterile. Gilbert Highet in THE CLASSICAL TRADITION has so profusely documented
this condition that one of his illustrations may stand for dozens; this from his -
chapter "A Century of Scholarship'": '"Many of these /classical scholars7 give readers
the ifipression that their authors hate their own language. . .for they write in a
language neither modern, nor beautiful, nor even real."” He quotes Sir William Osler's
description (1866). ". . .spoonfed classes. . .with syntax and prosody. . .My
experience was that of thousands. . ,to climb Parnassus' in a fog. Thelr complaint
was always the same, . .classical literature taught with an over-emphasis on pre-
cision. . .This belief. . .has spollt many a teacher and many, many good pupils," .

Something had to be done about secondary English, and the Committee of Ten
(1891) was charged to settle many practical problems in secondary education that ¥
neither humanism or a democracy had ever faced before, in Europe or in America,

Where should English start, how many years should it be studied, how is it to be-
organized when the pupils themselves are ever maturing and developing despite school?.
There was no Eng lish Education then split off from English, and English, itself a

new subject, had to rely on its usual Aristotelian logic, on a priori reagoning, or
on thé traditional teaching of .the classics. By this time, the sense impressionism of
British empiricism, the association psychology developed by Herbart, and Rousseaulsm
were seeping into the public schools, and undoubtedly were in the air at the Confer-
ence, for the final Report included a few statements that seemed to emanate from this
growing empirical world outside humanism. Such statements as these: 'Secondary
schools. . .taken as a whole do not exist for the purpose of preparing boys and girls
for colleges," They deplored "estimating a student's power to write a language. . .
not ‘for the sake of expounding something, but merely for the sake of showing his
ability to write," and they criticized the prolonged formal study of spelling, of
grammar, and of vocabulary--this from intérnationally known English scholars like

" Gummere and Kittridge., They lamented, "As to the colleges. . .they ought to take

more interest than they have heretofore done, not only in secondary, but in elemen-
tary schools . . ." Actually, 1if English had taken an '"interest,' what had English
department humanism to offer élementary education or the non-college-bound enrolled
in high school English, especially when the Conference on English maintained that -
"every subject should be taught in the same way and to the same extent to all"? And,
when, too; College Education department English had only the mode of rationalism to
add to the knowledge of pedagogy. This Conference on English was the first exercise
of leadership in American public schools by those in English. English would never
again take the lead on its own, ever thereafter fighting a rearguard action against
creeping experimentalism in English Education,

Meanwhile, universal education could not proceed on the premises of the 1890
Report and the classic tradition unless it be prepared to faill well over half the
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sons of the common man extolled by the verses on the Statue of Liberty. The show-
down came in a second conference (1918), the Report of the Reorganization of Sec-
» ondary Education, . ) :

- )

At this conference, J, F, Hosic, spokesman for the incipient English Education, *
v . %eclared.in open meeting that ''the best preparation for anything is real effort to
experience in the present /that it is a mistake/ to regard English as a formal —
subject. . .The relating of items of knowledge to the pupils' daily experfence is A
more important than relating these items to each other;" such as, for instance,, N
- having these youth find the neo-classic elements in Jane Austin, the beauties of ‘E
Comus, or a snippet' from the "Essay on Man," Thys wag born a kind of Copernican R
revolution in the newly rising English Education; subject matter iii English was not ~ | )
its own end but a'means to the inculcation of ideals and attitudes. Just as Marx.
had stood Hegel on his head, so Spencer, the Darwinian, via Hosic, stood English on
its head. English Education fqr the first time was appealing to experience and an
epistemology diffeyent from idealism gnd rationalism, .

College Englfsh departments were geénerally outraged by this heresy, maintaining
that the study of literature was "its owm end, and that good literature was good in
itself. It was relevant to nothing but more literature; . . ," a defense based on

_the logic of philosophical idealism. By this time British empiricism severely
(*’ challenged the epistemology of Platonic idealism and Aristotelian ratiocnalism, Ideas
have: a source other than in pure thought, in the sensations and impressions thraugh o
vhich we have first.contact with "reality," Ideas rich in sen®ation are more accurate
“Tand precise, more vivid and clear, than the same’ ideas constituted by reason alone;
thus the clarity of a statement is not entirely due to its proper syntactical ar-"
rangement or the local sequence of its ideds. Rhetorically relating a pale corcept
to an ambiguous referent of another concept does not enhance understandinhg or its
* retention but relgting experienced concepts within specific situations does build
more understandable meaning. In pedagogy, this view gave rise to fileld trips, sense-
- impressionism, projects, objects, play, the lush environment, activitijs, audio-
visual materials, what was often termed relia. 1In English Education this radical -
empiricism appeared in two publications of the Council, THE EXPERIENCE CURRICULUM
(1936) and THE CORRELATED CURRICULUM (1937), which increased the tension between .o
English Education and the MLA, the bulwark of rationalism in humanism, = o

In 1941 occurred one of the most ironic centrasts in education between the logic C
of idealism and the logic of radical empiricism. Eunglish department humanists in
New York State colleges were unceasing in their attacks on _the preparation of high
school students in composition, By deduction, this meant that there was little or ﬂ
no drill in grammar in the schools. Dora Smith, in English Education at the University
of Minnesota (a leader in English Education), was brought in by the lew York Regents
to investigate the situation, Using the methgd of empiricism, her team made actual
vigits to 172 classrooms to critically observe the instruction, and they found that ,

. "More junior high school English classes were engaged in conjugating English verbs in .
six tenses than were engaged in all oral activities combined," and "more than twice
as many lessons were devoted to drills and to technical grammar.as were given over
' to the actual expression of ideas.”, ." and, finally, she pointed to the frequency
with which "more grammar is prgscrib?d for the weak. . ." The ttony is ecited to
reveal how this empirical inquiry of 'English Educatioen differs from charged deduced
by the non-experiential reasoning of traditional humanism, ,
B B .
In the late 1940's a further indulgence in almost sheer eﬁperience as method was
paramount in a movement that was termed by its originators Life Adjustment Education, &
in which English was to be tied 'to developmental tasks of youth" and to human re-
lations and "1life-like" activities.. Just as humanism with its 1ist of classics and
its survey of British literature, most of it read in snippits, had been attempting
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to get along without experience, so now the method of empiricism was directed vir- .
tually to-.total experience without much rational conceptualization. At no other time, “
probably, were idealistic humanism and -radical empiricism so literally antithetical,
Some sort of synthesis had to be made, for the tension was mounting to the point where
the public was taking sides, and finally in 1958 a Conference on Basic Issues in
English was’planned, composeq‘of both camps whese chief end was at least to clarify
the widening breech between rationalism and.'empiricism in the public schools,

The analysis of the high school curriculum by the Basic Issues Conference (1959),
a joint undertaking by English and English Education, brought forth- thirty-five basic -
issues all listed as if of equal standing, a sure sign of pure 4 priori rationalism
that, as presented, could not possibly clarify where the "basic" lay, because there
was no evidence among these numerous points of how the discipline was actually being
taught (nmothing like Dora Smith's survey) except the sporadic yearly castigation of
the performance of in-coming freshman by college teachers. These enumerated issues
were created without reference to the nature of youth, the kind of democratic society
that brought forth the diffetences between English and English Education; or teo rival
theories of man's' hature, This kind of Cartesian reasoning indulged in by the Con-
ference .may be appropriate to the criticism of literary art but not to a live social
entity called a high school curriculum. The wording of the issues reveals that all
the criticism was directed toward the school curriculum: that presumably the college
carriculum in English was jn good shape; no hint that English majors were being badly
preparad- to face disadvantjagad unpromising secondary youth., The scholars who could
not put their own littered hopse in order were suggesting to Fnglish Education what
to do about theirs--make it mpre like college English departments. Nothing was said
about the explosion of knowlddge that shattered whatever unity a college English
department eveé¥.had, apd dr English to invent dozens of little specialist
publications of several hundred circulation to keep themselves.from perishing: a
profusion of "scholarship" that was driving high school teachers to more and more
coverage to get it all in to.more and more youth coming from ever lower segments of )
democratic society. Nothing was said about the "mere antiquarianism,' "the trivial -
futility, remoteness from life. . .of much academic publication,”" and further, ac- ’
cording to Wellek and Warren 'the shocking 4nabiiity of one scholar to communicate at
any respectable abstraction with another scholar," -

The Conference proposed two inquiries both directed to the schools not to
college departments. First, is there a canon or corps of literature that constitutes
the heritage that all youth should be exposed to--myths, legends, Bible stories,
sope classic novels, certain great authors? Despite the explosion of knowledge, there
lingered a nostalgia“for a list still thought to constitute a heritage when much of

. it needed no longer to be revived but integrated in new ways, or just locked up when
required. The justification for this canon was called "furnishing the mind," that
mind seemingly a kind of apartment instead of a tabula raza. The best that could be
said of this simplistic rationalism about the nature of mind is that it was as crude
and shallow as stimulus-response of the psychologists who tried to do without mind
altogether; and yet English as furnishing the mind became a key slogan of the Conr
ference. In short, literary humanism failed to examine the inert ideas and dry rot
within itself, begging thts supreme issue by invoking an immemorial clich& '"the fun-
damental liberal discipline of Englishs" the meaning of which the Conference left
dangling throughout the Report, “

1

The second inquiry of the Conference was directdd toward how this canon could be
arficulated, be made sequential, and yet be accumulative, something college depart-
ménts had more need of than the schools. Ironically, it was called "An Hypothesis
to Test,'" This suggested quest was a surrender of literary humanism to sheer intel-
lectuality, not to any hypothetical inquiry into actual curriculum practice. And
so the idea of a spiral or cumulative organization of subject matter was not hypo-

R
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thetically stated and experimentally tested anywhere unless the Carnegie Mellon

Demonstration Center curriculum (1961-1963) be accepted as an "experiment," which was

really a description of what was done, not a test,

The Conference Report neglected engagement, commitment, empathy, and celebration-~
the wide human gambit from blue-sky ecstasy to a descent into hell., To this excursion
into bare cognition, add, a bit later, Brunerian process, the New Criticism, and the
new grammar, "just good to know," and the very essence of humanism was gone--all was
Structure. Here was the ultimate in rationalism applied to making a cqii;culum.

~

Thus when Federal money at last came pouring into the study of English teaching
via the Demonstration Centers (1961) a few years later, one Center after the other,
as Robert Shafer pointed out, had for its missiow the articulated, sequentiall,
cumulative curriculum with process and structure thrown in, Certainly a "new"

. — English: an English without the essence of humanism. This is not the place to
critiqug‘the results of these Centers, which has never yet been done fearlessly and
frankly; yet one might point out, for instance, how American regional writers most
of whom had written out of indignation and agony were reduced to archetype, myth,
and symbol; Graduate school was literally pushed into junior high; tight rationally
concocted syllabi, much like college courses, were chopped up into neat daily
lessons, leaving little conjectural thought for pupils and little teaching for the
teachers. Hére was the zenith of a”priori rationalism in curriculum agd method,

About this time something called ''the humanities" cautiously appeared in a few high
schools--to repair what to them was a growing wasteland in English, . &

In tracing the course of radical empiricism in the teaching ofVELglish in the
public schools, one perceives a further concessioa to English Education by the Com-
mission on English of the College Entrance Examination Board in its report FREEDOM
AND DISCIPLINE (1965). Many reviewers of the Report missed the meaning of the title,
which the framers explained in the Forewdbrd but then forgot in the main part. The
. Report sketched in what it conceived English to be, and presented rather specific
models for language, composition, and literature, all of which was termed the |
"discipline'" in English study. Then it lightly suggested courses to prepare teachers
to teach this kind of discipline, but left the courses wide open; which, to be filled
in, becomes ‘the freedom of English Education: that is, English will provide the dis-
cipline, and English Education the means to attain it--whatever way it comsiders
best--a clear division of labor, each with its own responsibility, The report tended
to be conservative about the discipline, which was shaped by d'griori deductive logic;
but liberal in its concession to means, which was seemingly a recognition of radical
empiricism in determining method. Probably this abdication in favor of English
Education was due to the Board's long collaboration with Educational Testing Service,
whose very reason for being has been its constant experimental approach toward
measuring eduecation,

Three meétings within Epglish Education around this time and somewhat later
testify that the concession toward a scientific or research approach to the teaching
of English in public schools was being seriously acéepted. The Carnegie-Mellon
’ meeting in 1962, the New York Conference in 1964, and the Minneapolis meeting in 1972,

all explorations into the possibility of researching a discipline nqt‘long before

thought impervious to experimental inquiry. Mostly through unconcern, default, and

ineptitude of the leaders in English, English Education now had the field of method
i completely to itself, and there was only one way for it to go--toward research.

Recent research; in English Education, such studies as the deveiopment of syntax
in children, by Strickland, by Hunt, and by Loban, Hoetker's PERSISTENCE OF THE
RECITATION, the Squire-Appleby survey, the Purvis inquiry, the Florida State experi~
ment in kinds of method-~-there are more--mark a growing, incipient autonomy of English
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Education to rely on itself for needed theory in method. One cannot think of this
kind of experimentation ever coming out of English, out of college English ‘depart-
ments--even in respect to college teaching. (Probably the only influences "purely"
from English, not from English Education, that have made a mark on some high school
English classrooms are the dialectology of McDavid, the work of Fries and Markwardt
in usage,. the hero cycle of Fry, and the work of I.A. Richards--all having an em-
pirical base. Paul Diederich, now at Educational Testing Service, and Francis
Christensen, whose rhetoric is empirically derived, may be added,)

The Dartmouth Seminar (1966) came as a great shock to the Basic Issues cur- -
riculum of articulation, process, and root concepts, which, though it sounded ex-
perimental, was a rationalization of structure in method, an extrapolation from
Bruner's experiment in his & STUDY OF THINKING (1956). The clash was basically be-

<. tween a revival of the intuitive logic of humanism and an attempted but aborted
experimentalism in articuldtion in English Education, Freedom used in these dis-
cussions did not mean the freedom of English Education in respect to method--that is,
to be divorced from English, as the Commission of English of the QCEEB had suggested--
but the freedom of pupils to become more fully engaged, "the need to make English
a more humane study,"” Why in English--the very heart of hearts of humanism--should
Such¥a statement need to have been made at all? Rational structure,as curriculum
had seemingly robbed English of its humanity, its liberal spirit, at a time when new
great writers, as well as brilliant critics, kept appearing year after year for
decades. Despite a flourishing literature, rationalist pedagogy had reduced homo
humanus to homo sapiens,

O

If one rereads Shugrue's ENGLISH IN A DECADE OF CHANGE (1968), one .is amazed at
the rapid succession of pedagogical theory in English-during that time--a dramatic,
fluid shifting from deliberate logical structure in curriculum making to free open
mini-courses and electives (ENGLISH AND THE NATIONAL INTEREST, 1961; THE+ NATIONAL
DEFENSE ACT, 1964; ENGLISH CURRICULUM IN THE SECONDARY SCHOOL, NASSP BULLETIN, 1967)
Nearly all of this mercurial change issued either from an idealistic dialectic,
Hegelean in nature, or a rational formulation of instruction without ever investigat-
ing the actual state of the American classroom; nothing said about the steady decline °
of English-as-ﬁumanism; for here all seemed optimism, progress, and growth. Squire's
empirical study did not emerge until 1968, nor did that of Educational Testing Service
until 1969, which found that despite this free-wheeling decade of cpnferences, seminars,
committees, and commissions, the high schools were still tied to a status quo cur-
riculum. In 1975, but seven years later, English in the high schools is splintered
in all directions, the fruits of rationalism in method and curriculum making. (See
the empirical evaluation by George Hillocks, 1971.) Now the most basic issue at

- present is this: whether to continue to make decisions in curriculum and method by
the logic of rationalism--by conferences and by commissions--or to turn to an empirical
and experimental examination of what instruction and curriculum is really 1like in
America on which to base decisions in curriculum. English Education will itself have
to reconcile literary humanism and experimentalism :in pedagogy--to remind English that
pedagogy still is, and has always been, the most pervasive and fundamental aspect of
humanism in democracy. ’

- v

Two decades of conferences and reports did not bring to light that humanism--
proclaiming to examine everything human--had been avoiding what was happening to
itself. (Some humanists did challenge the trend: "The Treason of the Clercs,"
Julien Benda, 1928; "The Neo-Barbarians,' Ortega y Gassett, 1932; "The Irresponsibles,"
MacLeish, 1940; "The Existential Revolt Against Essence,'" Kierkegaard, 1940; and
"The Brutalizing Intellect," Barzan, 1959.) Therefore, it found its enemies every-
where else, in technology, scientism, industrialism, materialism, and in other dis-
ciplines seemingly apprOpria;iﬁé its domain--anthropology, psychology, the "new"

Q . o -120- .

IToxt Provided by ERI




history, cultural studies, sociology. As college English departments began to feel
their loss of status, as well as pupils, ‘they repeatedly found an adversary among
the very teachers these departments had largely prepared, former English majors now
at work in high school, who, baffled by the presence of the average workman's boy or
girl, slum children, migrant children, the verbally disadvantaged, the rural poor,
sought aid outside humanism,

All this time, college English departments were limiting their function within
literary humanism. English was already restricting itself mostly to literature, and
favoring the majors who were aiming to be scholars. Linguistics was being allowed to
leave the department® freshman composition became a loose appendage 1like CCCC, or
left to graduate students; rhetoric faded away, few cared to "humanize" non-majors,
fewer wanted to risk a scholarly career teaching English as general education or as
liberal education or as a "humanity." How could English gulide them? The prospective
teacher of high school English was taught to tread cautiously over a slippery terrain,
careful to keep off the heresy of paraphrase, the fallacy of narrative plot, the
atfective fallacy, and the intentional fallacy, to steer meanwhile between the "myth
of concern and '"the myth of detachment," and, according to the Commission on English
of the CEEB on the quality of instruction, to be "aware of the snare of diluted es-
sence, the pitfalls of relevance, and the morass of the current fad," One might add

‘another, the fallacy of misplaced humanism, a humanism fhat rails againsk relevance,

but ignores how to derive excellence from non-relevance. Literary humanism over the
centuries had ever bestowed its humanity on those who could read well enough to enter
into great books, implying that in doing so other noble aims emerge incidentally--
virtue, moral courage, integrity, wisdom--all of which are éhpty without action, but
action humanism does not consider a measure, preferring the clever paradox to the
kind deed.

College English departments actually seem no longer able ar wholeheartedly will-
ing to prepare teachers to teach English in the public secondary school., The last
joint undertaking between English and English Education (MLA, NCTE and NASDTEC),

GUIDELINES FOR PORT ON THE PREPARATION OF TEACHERS OF ENGLISH (1967) was outmoded

or inapplicable within a year. Little was sald about what should go into these recom-
mended courses and
officials, all arg/expanding and reforming the preparation of teachers of English.
Actually, collegel(English departments, once over the initial shock, might be happy
radically to curtadl their role in teacher preparation--to be left to do what they
always wanted to do anyway, train the hard-core specialist only. They could then be
humanists keeping withjfn what they think to be essentially human, And, then, since
English teachers for the public schools require a deeper humanity than literary
humanism can offer, thpir preparation would be in control of English Education.,

Thus, for a cent nglish Education has ever found itself in a squeeze be-
tween two main sources ry about teaching: (1) those traditionally operating
within English for five hundred years, based on an uncertain mixture of Platonic
Idealism and Aristotelian Rationalism; and (2) those, much more recent (the early
19th century), ever arising, shifting, accumulating, tentative, from an amorphous
realm called ”educatfon," fed from diverse springs from outside humanism. English
Education, unlike any other field of pedagogy, must accept the agony of reconciling
the values of language study, conventionally called humanism, and the objective radi-
cally empirical, often positivistic, values coming from a realm ambiguously called
science. English Education 1s at present buffeted between the two worlds depicted by
C.P, Snow: (1) English as schelarship, usually remaining aloof from experimentation
but hissingly coiling when English Education seems to be foraging too far into that
other non-humanist world; and (2) the field of education that dutifully extrapolates
what it believes pertinent from a bewildering array of theory from the many filelds

‘of experimental science. Given this condition, dare English Education free itself
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from English departments and go on its own? Kohl asks, "Can it mediate between the
world of advanced subject matter and psychological knowledge and the world of the
- street and the school? :

At this pivot between the two worlds English Education has some grave choices.
How much of thds other realm outside humanism may legitimately become part of the
- pedagogy of English Education, and the teaching of English still remain an art?
This is the foremost issue in English Education today. The fate of English as a study
will perhaps be settled here, rather than in any formulations about the substance of
English hammered out in college departments in English. From this problem nearly all
the other issues in English Education arise. For example, to what eéxtent can English
Education accept behavioral objectives, with all the consequences, and still retain
whatever humanism is left to English? Perhaps, though, method 1s an aspect of humanism.
Where are new insights into method, then, to come from? There is brilliant scholar-
ship existing as bundles of theory to be piled and filed, impossible to be integrated,
and a host of platitudinist, redundant, mediocre scholarship as well. (Contemplate s
the hundreds of papers listed in the '"catalogue" of each annual meeting of the MLA~
for the past ten years!) But what loss of energy to sift it all! Who in English
Education is big enough to ransack this vast field (when those in English seem unable
or too career-strung to do it themselves) relate it to what appears pertinent from
that other, even larger, world, and then fit it into the institutional arrangement .
called school? One of the chief services of the NCTE has been to make part of this
vast store of concepts and theories known to those in English Education. But add to
these the practices, "methods," materials, devices, gadgets, from the "other" world
("'teaching resources'"!), and there is such a surfeit that the freedom of the teacher
to choose becomes chaos, an invitation to dig in anywhere at random and do as he
pleases in the classroom,

Unfortunately, English Education cannot enter into this vision of synthesizing

the rationalism of English and the experimentalism of science, for,. at present, it

- has no view of itself except as an appendage to English. Under the dominance of
English majoring, it must thus prepare. its candidates at an abjectly low level of
competence, and for the same reason ne study of great significance to educédtion has
ever come out of English Education--nothing like Dewey's or Coleman's er Bruner's or
Piaget's or Lewin's, or Micheljohn's, or Morrison's. It has no sense of battle, no
mission to rescue English Education from a decadent humanism. In truth, the decline
of humanism has brought English gducation down with it, the proof of which one has only
to peruse the increasingly trivial and superficial programs wrapped up in ridiculously
high-sounding themes, of the last few annual conventions of NCTE and CEE. In a
.discipline where everything is basic nothing is basiec,

SHOPTALK:

"To be honored at Hyre Junior High School lﬁhiQY, one doesn't have to be a straight 'A'
student,

The school recently held a dinner honoring 105 ‘groundhog' students in the school's
cafeteria. A 'groundhog' is a student who raises his average from an F to a C,

is always willing to help others, makes his club or organization go, unselfishly
glves his time and-anergy to a project or overcomes a handicap, either physical

or emotional. )

'What we're doing is %rying to build pride in the kids who normally don't get

any recognition,' said Judy Bender, a language arts teacher who, with a colleague,
conceived the idea." ("Students Who 'Try' Feted in Junior High," NY TIMES,
November 9, 1975, p. 79)

e
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Stephéh bunning, University of Michigan

(Below are excerpts of Steve Dunning's speech given at the San Diego Annual Banquet,
November 27, 1975. At that time, Steve was President of NCTE.,)

As though strengthened by adversity, loud, often persuasive voices are abroad,
telling English teachers (and other public school persons, and college professors and
administrators) what they should be doing, and how they should be doing it. These
suggestions, or demands, are often models of glarity. On hearing them, heads nod,
coast to coast. Education is as'much a spectator sport as is football; rooters in the
stands know just what each team should do., The school team?

"Back to the basics, rah, rah."

The college team?

"Raise the standards, lower grades,

Throw the recalcitrants out!" : .

Where the voices of critics have been loudest, and the messages have seemed clearest, N
we have sometimes capitulated to simplistic solutioms. Responding to "Back to the
basics!" we retreat to the worst basics from our worst seasons--to the rote drills and
busy-work exercises that produce sterile environments and hostility from our students.
What results would you predict, for five years hence, were we to put all our practice
energies into daily grammar, usage, and mechanics drills? 1into narrow reading lists
loaded with somebody's 1list of classics, but blessedly free from such sexy, godless,
radical, un-American trash as SLAUGHTERHOUSE FIVE and TO KILL A MOCKINGBIRD? What

would you predict from a daily writing assignment graded rigorously on mechanics and

form, but its content ignored? )

You suspect me of stacking the cards. But last week those very books by Vonnegut
and Havper Lee were censored by the critic teacher of ome of my students; and for
that school the school board has ruled that students are not to write papers on sub-
jects that are "pere?éal and controversial," That ruling may define an English
teacher's hell, Can you imagine a deeper dammation than marking forever, non-personal,
non-controversial papers? Forever? Aye, for all eternity?

So far as education is concerned, the main concerns in the public mind are surely
accountability and testing. Censorship is sometimes big news, too~-one teacher fired

for assigning what some parent believed were naughty books; a teacher in another com-
munity censured for reading aloud from THE BIBLE,

What picture -emerges of Engliéh_teaching where accduntability and testing are the
canvas and paint? :

The answer is obvious; the portrait is caricature. What is English teaching for?
(Quickly now. Don't think.) Of course: Literacy.

What 1is the ehortest; simplest route to literacy? Of course! Back to the basics.
Now back in the good old days. . . .

The public wants kids to be literate when they leave school. That means high
school graduates who are able to read and use the messages in repair manuals and
able to write understandable telephone messages; to follow voting instructions
(however gobbledy-de-gooked) and to write clear directions; to read and write
well enough to pursue additional education or self-education successfully; to
read books for pleasure and to write (in diary or other private place) some
feelings of love or anger, hope or regret. _ -
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Lay people once said, 'I'd better watch what I say. when meeting an English °
teacher. We had mysterious and powerful®things going for us: we knew about

who and whom; where apostrophes belonged; and who killed Duncan in MACBETH.

But some of the myths surrounding our business have disappeared, and Crunch-
weary parents can lash out, 'The hell with Duncan. My kid can't read and write''
(Stephen Dunning, "Equal Time. The Public and English Teachers: An Adversary
Relationship?" ENGLISH JOURNAL, Sept. 1975, P. 9)

For the English teacher, then, accountability and testing imply a mandate for literacy.

And literacy translates into "back to the basics." So long as the public holds a
simplistic model for English teaching, the adversary relationship between us and them
will worsen as frustrations on both sides grow and grow,

In our hard times and adversary relations lie unique opportunities. We can move
strongly forward; we can go with the forces flowing around us; or we can yield, re-
treat before depressing headlines, inaccurate reporting, and simplistic solutions.
The Crunch offers equal opportunities to the venturesome and to the fearful, This
optimist sees three roles the National Council, you and I, can play.

- S
- Our first role is as student--to continue our investigations on how teaching\
works best, on the nature of language, on the possibilities of literature, on the‘
satisfactions and deep joys of good writing and good talk freed from obsolete, elitist
notions of what good writing and good talk are. So each of us in his way, as theo-
retician or scholar, as experimenter or innovator, can keep the discipline alive by
gilving it the attention it deserves.

Our second role is to ask some questions that bring our homework to bear on
over-simplifications in the media and in the public mind. Things are not as simple
as fearful persons want to believe. You and I know Some things about accountability,
we do, and it's time we identified some damaging aspects of accountability from the
data already avallable in National Council publications. We know some things about
testing, we do, and what we know is desperately needed by television reporters, by
newspaper writers, and by legislators who have reported on various tests and have fed
the current mania for "objectivity." We know some things about censorship, we do. We
realize we have sometimes been the censors, and sometimes the victims of its destruc-
tive forces. We know some things about literacy, we do, about how language capacities
are acquired, and where those capacities come from.

We know enough, that is, to ask larger questions that aren't hot enough to make
good copy. . b

I want to ask of the next advocate of literacy who backs me up against the back-
to-the-basics wall: Literacy-for what? Literacy in and for itself? Literacy to
survive the perils of a technological Socliety? Literacy for the more frenzied pursuit
of the good 1life? Literacy that satisfies test scores and accountability measures?
Literacy for what?

Last year I said that our classes should orient to magnetic North. At magnetic
North are humanity's deepest probelsm--not those of accountability, of censorship, or
of relative performance. Instead, the deep problems of all peoples--hunger, for
example,’ and various dreams for national destiny; over-population, for example, and
dreams of peace, of freedom, of a healthful environment. Those aren't the subjects we
teach; they are the goals for people and provide the reason for communicating being
our subject. Solutions to such problems as hunger, indignity, or racism will require
clear and imaginative uses of language. 1Is it merely playful to ask "Literacy for
what?'" and then respond "For communicating''? : R%
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No, this goes beyond word pla;. Communicating denotes message-givers and re-
ceivers, for one thing. Communicating connotes the practice of language skills in
credible contexts, not in isolation. Communicating means seeing the effects of one's,
writing and speaking on a wide variety of audfences. Literacy, narrowly defined, is
surely not our subject. Communicating is: talk agd thought beyond paper and print;
communicating for credible purposes where imagination and creativity are at least as
important as the performances measureable by tests,

Society 1s asking for graduates who can read and write, can function in soclety.
If we put our best efforts into communicating, society will get from us something
better--students who think and imagine, who talk and ‘listen, who read and write ,
effectively, The species must learn to communicate more fully, or it will one day n%t

be. We must help our best communicators rejdy themselves to address those problems “
of all humanity. / ’ \

Else why, really, why are we doing this thing? This English teaching? So thatx
our students will pass tests with higher scores than students from a nearby community?
Are we teaching only to keep the paycheck icumen in? (Admittedly the pressures of k
The Crunch add flavor to our daily bread.) Are we teaching English just because people
have always taught English--anyway for the last 100 years? € *7 X

. »

No we're better than that. On good teaching days, we set up provocative language
tasks in which youngsters find challenge and success; for some of those tasks, vir-
tuosity is demanded; but others carry built-in approval., Students who have stretched
out, and have succeeded, and learn that they have succeeded, will stretch out again.

On good days we provide both the instruction and the audiences that worthwhile com-
municating requires.

Literacy for what? For effective, fulfilling communicating. People trying to
commpnicate may have more questions (What are you trying to say?) than they have
answers (A sentence is made of two basic parts,). People trying to communicate,
experiment, reach out, and stretch language. Just as much clarity, correeét sentences,*
and convention, communicating asks for metaphor, venturesome sentences, and individ-
uality. In communicating classrooms are found joy, believable work, and varieties
of ways of getting work dome, Co.

I've said our first role is student, our second is to ask deep questions. Our
third, I believe, 1s td testify, To speak out. To bear witness. If we do our home-
work, if we confront the over-simplifications, we cannot in conscience stop short of
sharing what we know where it will be useful. We, too, must communicate. The question
is: How? How do we testify, get our vision of English outside the walls of our annual
meetings, out beyond our classrooms and journals, out into the decision-making forums?

N

SHOPTALK: R

America's public schools today. Discipline has been named as the No. 1 problem
of the achools in six of the last seven years as determined by these annual surveys
of public attitudes toward education in the United States.

All persons surveyed were asked this questiom: )

'What do you think are the biggest pfoblgms with which the public schools in this
comnunity must deal?' ”

Here in order of mention are the leading problems faced by.local schools:

1. Lack of discipline; 2., Integration-segregation problems; 3, Lack of proper
financial support; 4. Difficulty of getting 'good' teachers; 5. Use of drugs;

6. Size of school-classes; 7. Crime-vandalism; 8. Poor curriculum, pupils' lack
-of interest (tie); 9. Parents'! lack of interest, lack of proper facilities (tie);
10. School board policies." (George Gallup, "The Gallup Poll: Discipline No. 1
Problem,'" DENVER POST, December 21, 1975, p. 37)
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' BACK TO THE BASICS? SOME PERSISTENT QUESTIONS, SOME OLD ANSWERS.

WHAT'S HAP TO ENGLISH TEACHERS?. IN THE GOOD OLD DAYS, ENGLISH WAS FAR BETTER
TAUGHT. . ’

"English 18 probably both the least-taught and the worst-taught subject in the
whole educational’ field. It is bad in the grade pchpols, worse in the high schools,
worst in the college, while the uriversity*reaps the full benefit of this evil
crescendo. The 'English' of the modern curriculum:varies from a silly combination of
"Mother Goose' and the jargon of science or the shibboleths of religion to a dis-
ingenuous synthesis of antique philology and emasculated literature. No wonder some .
of the men and women who speak and write their language well would extend to prose
the judgment passed upon poetry: English untaught is taught best. A teacher of
English is so often a spoiler of English."

(Alexander F, Chamberlain, 'The Teaching of English," PEDAGOGICAL SEMINARY,

June 1902, p. 4) .

\ WHY AREN'T ENGLISH TEACHERS TEACHING THE BASIC SKILLS? I MEAN THINGS LIKE SPELLING
' AND GRAMMAR AND VOCABULARY., WHAT'S HAPPENED TO STANDARDS ANYMORE? .
|\ "What should a pupil know in English when he enters the high school? My plea

‘is for the fundamentals, the correct habits in the fundamentalg. Would the high-school
teachers object if the students came to them without having heard of ‘narration, des-
cription, exposition, and argument; without ever having parsed a word in the English
1§pguage; without having studied two-thirds of the principles of rhetoric; without
evér having written a theme more th&ti“a paragraph 1fi~length; without being able to
describe every scene in their literature and knowing ‘exactly how every character in
the masterpieces they have studied looked, acted, and was dressed, what he said and
how he'was regarded by others? I know I answer for a very large number when I say
that {f the pupils when they enter the high school can all read intelligently, can
write correctly constructed sentences--no sentences run together and no floating de-
pendent elements--can punctuate, and can spell a list of about two hundred common
words which 50 per cent of our first-year high-school. pupils are now misspelling; 1f .
they caﬂ“do these things from habit--not occasionally but habituaiiy--we shall welcome
them with open arms."

(Susan Anderson Fish, "What Should Pupils Know in English When They Enter the

High ‘School?" ENGLISH JOURNAL, March 1914, p. 175)

"Why, in spite vf the increasing emphasis upon English, and the improvement both
in the editing of English classics and in textbooks on rhetoric, do high-school grad-
uates continue to fall so far short of the eminently reasonable requirements of the
normal schliools? Why are they not only slipshod in expression and indifferent as to
spelling and punctuation, but also sometimes glaringly ungrammatical in speech and
writing? Why are their ideas so vague concerning the fundamental qualities of good
composition and'the obvious characteristics of--khe novel, the drama, the lyric?: Why
do they remember. so little of the literature they have studied? Above all, why are
they so unaccustémed te thinking for themselves and to asking questions about what
they do not understand? They are earnest in spirit, and their interest in things of
the mind, if not always a vital motive force, is at least easily aroused; but when it
comes to ability to stick to a point, to exclude irrelevant matter, to follow logical '
order, to find the right word to clinch an important conception--to say nothing of
knowledge of ordinary means of securing emphasis--in these acquirements they are often
deplorably wanting." ' ‘ _

\ (Sarah J. McNary, "A Few Reasons Why," ENGLISH JOURNAL, June 1912, p. 351) y
| ) A

\ "Fourth, ask a group of buﬁiness men in any city and they will tell you that they

;xe driven to distraction by stenographers who cannot spell and: by clerks who cannot

.add, much less compute fractions; yet these persons have been educated in our public-

.
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school systems at great public expgﬁée Having ‘had some experience in teaching classes

~of adult business women in the essentials of English usage, I know that they clamor for

commas and rules governing them, for vocabulary, spelling, and for rules governing the
use of 'who'-and 'whom.' They say if they had been taught the rules, they would not
now grope for the right expression. They are spending ‘money for something which it is

u; their right to have learned as graduates of our public high schools in recent years.

Have we not, swung to the left far enough and is it not time to steer our course toward
a saner middle ground?" @

(Myriam Page, "The Other Side," ENGLISH JOURNAL June 1937, pp. 443-444)

"'T find that the greatest lack in oyr Fireshman 18 in grammar,' ran one, comment,
and it continues: 'My experience is that a very few come to us particularly well train-
ed in grammar. But the overwhelming majority of students evince practically no know- -
ledge of the subject. They often do not know even the parts of speech. I believe that
Erammar is suffering the most in college preparation.! Another teacher declared that

'the chief difficulty, bevond the crudest of errors, is perhaps in general organization.'
From still another college comes the complaint that 'students are not so much at fault
gramnmatically as they are émpty of ideas.. My struggle has been against a sleepy and
easy rhetoric.' A fourth protessoq declared, 'We should like to have our incoming
Freshmen able to read and write. Sbme possess only third-grade reading ability; many
only sixth. Too many cannot spell, \Eut periods at ends of sentences, or .avoid gross
grammatical errors.'"

(J.W. Beattie, "Does the High School Prepare for College English?" ENGLISH

JOURNAL, November 1939, p. 714)

"One might perhaps pass over all the bad spelling, although it goes rather against
the grain to graduate from any major la school men, who after three of fow years still
write neblebanse,' 'defendent,' 'arest 'sueing,' 'priveledge,' and 'assaut and
batery.' I have been told, and I do not question the statement, that there are many
well-educated persons who are constitutiQnally incapable of 1earning to spell. It
does seem odd that so many of them should! congregate, year after year, in our law
school, Surely there is something wrong &hen twenty papers, selected entirely at
random, yield’the following spellings of cbmmon, nohtechnical words:

two (for too) forsee .. \ attact oposit

haveing beleaf weppon ; loose (for lose)
chanse insolt permision delaid

rite (for right) heith (for height) useing mallus (for malice)
ommision | speshal recieve pleeding

thret hazerdous pilty deceipt

too (for to) titel \ writeing lible (for liable)
dammege tresspas . | fense bargan

alright judje ' probly bussines

ofer roni? | distinkt - layed

criminial alledge v vishius persue

I am given to understand that’ reading is taught by the 'word' method nowadays in the
primary grades and that very little attention is' given to spelling--which may account
for the foregoing list. But after all, I suppose\thatthis may not be very important.
Perhaps it is too much to ask that an attorney, an officer of the court and a gentle-
mdn, shall not be illiterate, so long as he can find a stenographer who can spell.

(ne might also overlook all the bad grammar, although it 1is difticult not to
wince at 'could of been,' 'hadn't ought to of,' 'not done nothing,' 'had went,' ‘'when
he doné same,' 'these cases is,' and the 1ike, on the part of college ien saeking to
enter a learned profession. I am told that the schools do not bother greatly about
grammar now and I can readily believe it. Perhaps it does not matter; if no one uses

‘grammar except the professors, an attorney may possibly do very wePl without it.

But it is not so easy to dismiss the appalling lack of ability to* organize a
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Jparagraph or even a sentence, to say simply and clearly what is ,meant. For weary

hours I have struggled profanely through dismal swamps of incohererice,"
(William L. Prosser, "English as She Is Wrote,'" ENGLISH JOURNAL, January 1939,
pp. 41-42) ) .

"The vocabularies of a majority of high-schqol pupils are amazingly small. I
always try to use simple English, and yet I have%tglged to classes when quite ‘a
minority of the pupils did not codprehend more than half of what I said. The ety-
mology of words is almost entirely unknown to them. Very often, in using the diction-
ary, when the same word has different definitions, the wrong definition will be select-
ed, notwithstanding the nonsense resulting from the selection. Forty years ago ety-
mology was a regular study in most of the schools. Why?it has beén abandoned is in-
comprehensible to me: for any teacher can easily see, upon a moment's reflection,
that, having mastered the literal meaning of a word, the applied meanings can be de-
duced much more readily than by any “other means,"

(M W, Smith, '"Methods of Study in English,' JOURNAL OF PROCEEDINGS AND ADDRESSES ,

° NEA SESSION OF THE YEAR 1899, Topeka: NEA, 1889, pp. 521-522)

&

WHAT 'S HAPPENED TO STANDARDS IN WRITTEN COMPOSITION? STUDENTS TODAY CAN'T WRITE NEARLY
AS WELL AS STUDENTS ONCE DID, AND MECHANICS, NOBODY TEACHES THEM ANYMORE.

"Every practiced inspector of schools knows what dreary reading the average school
essay 1s. Some’ accomplished men of letters have recently given us the benefit of
their half-humorous but still valuable and forcible criticism on this subject. Now
one who looks into the matter closely will £ind two reasons for the unreadableness of
that remarkable production, the school composition:

L. The pupil has no first-hand knowledge of things, and hence puts no real
freshness, or thought, or observation irto his sentences.

2. His formal instruction has given him no adequate command of his implements,
and he, therefore, lacks that ready and forcible use of English words and idioms which
1s so essential -to all strong and valuable composition,’

(E.S. Cox, "English in American Schools,' ADDRESSES AND PROCEEDINGS OF THE NEA

SESSION OF THE YEAR 1885, NY: NEA, 1886, p. 182)

"Ag regards the result of such teaching of English as is given in some of our
best schools and academies, I may be pardoned for referring to my own observation.
Since 1873, when Harvard College for. the first time held an examination in English,
I have read from four to five thousand compositions written in the examination-room
upon subjects drawn from books which the candidates were required to read before
presenting themselves. Of these not more than a hundrdl-~to make a generous estimate--
were creditable to either writer or teacher. This year I did not read the books, but

. one who did makes this report: 'Few were remarksbly good, and few extraordinarily bad;

a tedious mediocrity was everywhere.'

It 1is this tedious mediocrity which has amazed me year after year. 1In spelling,
punctuation, and grammar some of the books are a little worse than the mass, and some
a great deal better; but in other respects there is a dead-level, unvaried by a fresh
thought or an individual expression. Almost all the writers use the same commonplace
vocabulary--a very small one--in the samé confused way. One year, after reading two
or three hundred compositions on 'The Story of THE TEMPEST,' I found myself in such
profound ignorance of both plot and characters that I had to read the play to set my-
self right again.

The authors of these discouraging manuscripts were, almost all of them,

'Just at the age 'twixt boy a&nd youth,

When thought is speech, and speech is truth.'
jhey may be justly regarded as the picked youth of the country, many of them coming
“from the best families in point of culture and breeding, and from the best schools we
have. They were all boys with blood in their veins, and brains in their heads, and
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tongues that could talk fast enough and to the purpose when they felt at ease. Many
of them had enjoyed THE TEMPEST~-as who that can understand it does not?--but somehow
the touch of pen or pencil paralgzed their powers.

If the dreary \compositions written by the great majority of candidates for ad-
mission to college were correct in spelling, intelligent in punctuation, and unex-
ceptionable in grammar, there would be some compensation; but this is so far from being
the case that the instructors of English in American colleges have to spend much of
their time and strength in teaching the A B C of their mother-tongue to young men of
twenty--work disagreeable in itself, and often barren of result. Every year Harvard
graduates a certainh number of men--some of them high scholars--whose manuscript would

disgrace a boy of twelve; and yet the college cannot be blamed, for she can hardly be
" expected to conduct an imfant school for adults,”

(A.S. Hill, "English in the Scliools,” HARPER'S, June 1885, pp. 123-124)

KIDS READ SO POORLY TODAY THAT MANY SCHOOLS HAVE TO OFFER REMEDIAL READING CLASSES.
ISN'T THAT PROOF THAT ENGLISH TEACHERS TODAY ‘HAVE FAILED THEIR STUDENTS?

"Remedial reading, which was originally a return to the tutorial system, is now
reduced to absurdity by being taught en masse! Remedial reading, under present con-
ditions, is not the answer to those who cannot meet the normal reading requirements
of the high school. Unless the taxpayers are willing to let one teacher spend her
time with one of such pupils per hour over a period of several years, go that low
reading may be brought up to the point at which books may make & difference in the
pupil's 1life, remedial measures in high school are practically a waste of time.,"

(George H. Henry, "Is English on the Way Out?" ENGLISH JOURNAL, April 1942,

p. 292) .

"~ SUBJECT MATTER--THAT'S WHATJS IMPGRTANT. WHY DO-TEACHERS WORRY SO MUCH ABOUT KIDS

AND SO LITTLE ABOUT WHAT KIDS SHOULD BE LEARNING IN ENGLISH?

"Since the essential purpose of the work in English is to develop the individual,
the emphasis in the course must be upon expression. The term 'expression' is used
rather than 'composition' because it is more jinclusive and more natural. No healthy
student ought in those splendidly exuberant gnd spontanequs high scheol days, attempt

‘to write 'correct compositons.' But they will eagerly respond to opportunities for

self-expression and will enjoy learning to express themselves well. Pen and theme R
paper is only one method of expression, and somewhat artificial for most men.: Ex-
pression, it could readily be proven by Btatistics, is more commonly oral. Sometimes
it may take the form of reading aloud; more often it is plain comversation. These -
are the practical avenues of communication, so ‘long neglected by the schools, in-
which the students have a live interest. We must take them to ourselves as our -own
in building our course in expression. And, obviously, tas soon as we-do so we shall
find our emphasis in English work shifting from subject matter to pupil.”
(Louis I. Bredvold, "Suggestions for Reconstruction in High School English "
EDUCATION April 1913 p. 493) :

‘WHAT 'S HAPPENED TO YOUNG PEOPLE TODAY? THEY SEEM SO MUCH MDRE CYNICAL THAN YOUNG

PEOPLE USED TO BE,

"The high-school student today is also seeking some assurance that 1ife--not
just his own but human 1ife--is valuable and has a “future worth struggiing to make
better. I find many high-school students who féel that civilization is at an end;
that futility and terror alone are their lot; that theirs is a hopelessly doomed

generation, unlike any which has lived before." - ’
(Lou LaBrant, "English in the American Scene," ENGLISH JOURNAL, March 1941,
p. 207) ) ,

$
"This 1is a skeptical age. But it is also an age, as I see it, in which the

search for truth, by the people as a whole, 18 more earnest and intent than it has
ever been in any previous age. It i1s a hard-boiled age, an age in which youth is
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not accepting dogma from its elders without checking up for itself. There is a new
generation just now coming along which did not experience the war disillusionment.

How that generation will react to life is still a mystery. I think, sometimes, that

I see signs that it will not take quite such a hard-boiledwview of everything. But

I can sympathize most heartily with the generation, now in the thirties,; which saw

all of the old standards, everything that it had been taught was right, thrown over- .
board and smashed by the war. Everything it had been taught as truthful--or so these

poor youngsters believed--turned out to be a lie.

All the old standards of howor and conduct seemed to crumble before its eyes.

It came througlr the war utterly disillusioned and skeptical, but with an intense -
desire for new standards, for standards that it could prove and cling to, a yearning
for the bald, naked truth such as has ‘'seldom been felt by any such considerable
number of people at one time. And the books which it has read most eagerly, aecepted
most heartily, have been the books which purported .to interpret the world of today
in terms of life as these disillusioned young people believed it to be, and not in
terms of an antiquated code, which had failed them and the rest of mankind when it
* was most needed. *

I think T can discern signs that the literature of disillusionment is beginning
to be replaced by a more constructive literature, that creeds which will work better
than the old ones are beginning to be set up and accepted, and that the books which
will win the greatest popularity in the decgfe to come will be those which exalt the
new standards--standards and ideals compatfbde with what youth of today knows to be
the truth about life, or believes to be the truth, which amounts, after all, to the
same thing," - :

(Frank Parker Stockbridge, "What Are the 'Popular' Books--And Why?" ENGLISH

JOURNAL, June 1931, pp. 448-449)

HOW CAN WE TEACH THE BASICS, OR ANYTHING ELSE FOR THAT MATTER, WITH CLASS SIZES THAT
" KEEP GOING UP AND UP? *
"The amazing increase of attendance upon the public high school, combined with
the general extension of the course in English over the entire high-school period, -
has congested the classes of the English teachers, especially in the large city,
almost beyond endurance. From Boston, New York, Philadelphia, and Chicago come re-

. ports showing that it is common to assign to a single English teacher 5 or 6 classes,

‘. each containing from 30 to 40 pupils. When we remember that the success of the English
work depends, especially in the case of composition, very largely upon individual
guidance and adequate attention to the written papers, we can see that the assignment
of such overwhelming numbers to the English teacher is fatal to results."

(James Fleming Hosic,ed., REORGANIZATION OF ENGLISH IN SECONDARY SCHOOLS,
. Washington D.C.: Government Printing Office, 1917, Department of the Interior,
Bureau of Education, Bulletin 1917, No. 2, p. 139)

"Though in any subject large classes are a distinct disadvantage, this is es-
pecially true of English. Success in English teaching depends upon personal contact
between teacher and pupil and upon attention to individual needs which differ widely
in the same class. With classes of more than twenty-five the teacher's personality
1s spread out too thin and adaptation of the instruction to individuals .is reduced to
the lowest terms,

Akin to the harm caused by large classes is that which results from the assign-
ment of too much work to the teacher. That the proper preparation of a lesson in
English demands more time than that of lessons in other gubjects; that the teaching of
a class in English with the enthusiasm necessary to the highest success uses up more
nervous energy than the less exhausting methods employed in other subjects; that the
correction of composition imposes upon the teacher of English a task of the most
exacting nature for which there is no equivalent in other subjects: these are facts
generally conceded by teachers of all branches. And yet the Powers that make out

schedules and assign classes usually give ‘the ;eachérs of English the same number of
g A ‘\ - g
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subjects. Usually,
crease.--where English

classes and the same number of pupils as the teachers, of ot

I say, for I know of one school--may the number of its kind

teachers are given one period a day fewer than other teacher
(Ernest C. Noyes, '"Ideals Versus Realities in High-School English," JOURNAL
OF PROCEEDINGS AND ADDRESSES, NEA, 1908, p. 654)

WHAT'S BEHIND THE "RETURN-TO-THE-BASICS' MDVEMENT?
"Certain influences are at work in public education today whith indirectly

affect to a considerable degree the problems of teaching English. One is the program

of financial retrenchment and the three R's for natiénal defense. Another is the

current organized attack upon the left wing of progressive education by a group of

men who disapprove of its social, eccnomic, *and educational views and are at the same

time conmitted to a program of reduction: of costs in the'public¢ schools. Still another

‘is the effort on the part of certain leaders in education to reduce the time and

recognition given to English in the schools because of their conviction that, as it is
now taught in many places, it makes little contribution to the fundamental objectives
of secondary educakion today. A fourth is the lively dispute in progress throughout
the country over a return to the old emphagis upon mental discipline- through a pro-
gram of the critical and analytical reading of the 'great books.'"

(Dora V. Smith, "Today's Challenge to Teachers of English " ENGLISH JOURNAL,

February 1941, pp. 101-102)

SHOPTALK: u
Spoofs are rare in any talk about the bﬁsics, but here's one in the form of a letter

to the editor
"I think it's time the teachers othhis country shaped up. Let's face it, our

education system needs complete devamping. First off every administrator and
teacher should receive a one-half reduction in salary. Fire the janitors, main-
tenance personnel, secretaries and Inurses. Close the cafeteria and let everyome
bring a lunch. ' . )

After all, teachers and pupils used to sweep out the classroom, stoke the fur-
naces and dust the erasers. They can do it now. Turn off the air conditioning
(they can sweat it out) and lower the thermostat for with class size doubled

there should be adequate body heat |to keep everybody warm.

The sport's program could be detrilled to two sports, football and basketball

and one coach (1if hg s worth his galt) should be able to handle both. If another
coach is really needed the SUperintendent or principal could pitch in and help
out. As for the band, why one band director should be able to manage the school's
entire music program. If the>kids Want uniforms bad enough they could earn the
money to buy"them with car washes, bake sales and other sundry ways.

As for girls' sports, let's face it cheerleading, baton twirling and boyé:gptﬁing
are exercise enough in and of themselves for any young lady.

Those frilly and costly courses 11‘ home economics and shop should be struck
from the curriculum. The kids can;learn these simple skills at home from Mom

and Dad the way we did.

Face it teachers, we all once 1earngd in this manner so why not return to the
good old days. With this devamped system of education school budgets will

shrink to minute skeletons of thelr, former selves.* Taxpayers will be happier

and so will future teachers because if they're going to earn $4,000 a year we
can't expect them to invést over $10,000 in a college education. So let's re-
institute the normal and schaols and certify teachers for life after two years

of training.
We need to get back to the basics. .After all, you and I 1earned under these
conditions and what was good enough for us should be good enough for the kids
of today.

Then we couldn't gripe about these teachers who have the gall to apply for food
stamps and welfare for then they would really be deserving. (ARIZONA REPUBLIC,

Sept. 16, 19?5, p. A-7) o
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THE BACK TO THE BASICS ISSUE AND FILM STUDY

.

. Pat Stewart, Miami High School, Miami, Arizona

The hue and cry of 1a£e, across the land has been one of "back to the basics,"
Perhaps it is partially attributable to the present popularity of nostalgia, and
thoughts of the good old days when people "really ‘learned" the '"three R's," The fact
that the Bicentennial, with all of its publicity, is rapidly approaching has probably
lent momentum to the movement. . ,

We live in a period of confusion and rapid progress {n many areas. Values and
‘technology are constantly ¢hanging, but people do not adapt to change easily. There-
fore, they want to cling to, or 'return to, previously held ideas, niethods and values.

These, of course, are only a few of the numerous factors influencing the "back
to the basics" issue. The fact remains, however, that large segments of the public
are demanding a return to the basics, and as a tax supported institution serving the
public, the schools must lend an ear to their demands.

The first step perhaps, should be to ask what are the basics? Whendpeople request
a return to the basics, what do they mean? .

Are they referring to eliminating all courses at the high school level except
"reading, ritén, and rithmatic"? Or do they wish to see a greater concentration.on
the basic areas of study within the present course offerings. Perhaps, many, after
careful study, would willingly acecept a greater concentration on basics within the
present curriculum,

The schools of today are expected to prepare the student for the world of the
future. Parents want their children'to réceive vocational or college preparation so
that they cdn fit into tomorrow's world. *

" In‘recent years, many English departments have worked long and hard at developing
elective programs containing courses such as mass communications, humor, mystery and
suspense, mythology, creative writing, science fiction and film." Are these courses

of no value? “Should we discard them ‘and return to "readin and riten?"

The answer to these questions must be an emphatic no. * Absolutely not! The
electives will not be tossed aside and forgotten. For today's student "readin and
riten" are a basic requirement, but more than the mere basics must be learned. A
person today, who has only mastered basic subjects, has a severe handicap.

Why not learn more ‘than the basics? Why, for example, can't a student take a
film class, learn the basics and, progress beyond those to film interpretation,
critical analysis, the elements of film making, camera usage, etc. Can we justify
handicapping our future generation by only allowing them to learn the basics.

According to Kuhns and Stanley in "Exploring the Film," the average person has
spent more time watching films by the time he finishes high school than he has spent
actually attending classes in grades 1-12..

He has spent approximately 15,000 hours watching films and 10,800 hours attending
school. Shouldn't a person have, at least, a little knowledge and ahalytical ability
in relation to something to which he devotes so much of his time.

It is a well known fact that films have created various social problems.
Dr. Steinfield, U.S. Surgeon General, says 'the overwhelming consensus is that
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televised violence does have an adverse effect on members of seclety." It is esti-
mated that by the time a child is fifteen, he will have witnessed 13,400 killings on
TV. )

Often crimes are duplicated very shortly after a film has been aired. A recent
case in point was a midwest murder. After watching a filmed torch killing on TV, two
young men proceeded to reenact the crime almost following the script to the letter.
The result was the tragic and painful death of a young woman and the imprisomment of
the men.

An example of a lesser problem is the shark mania sweeping the country as a
result of the film JAWS., People are "sighting" more sharks than ever before, and
some are now afraid 'to swim in the ocean.

These cases are proof that people can be heavily influenced by films. C ,
then, the subject be one of so little importance that it should be relegated to the
scrap heap and replaced by the "more important basics,' )

Why can't the basics "readin, and riten" be combined with film study. Must one
practice reading only certain types of materials, or can reading speed and compre-
hension be as easily mastered when studying about and analyzing films as when reading
any other type of material. . .

Isn't it as possible to learn to write narration, description, exposition,
argumentation or critiques through these mediums as any others. Who can say that a
student can learn descriptive writing better when writing about MACBETH than he can
when composing an essay on JAWS. : :

The average to poor student is the main aim of the "back to the basics" push.
What parent of a poor to average student can claim that his son or daughter will put
forth mare effort when writing_ a paper involving MACBETH than he would for one relat-
ing to JAWS. 1In many schools, in this state and the°nation as well, the dilemma of
the English teacher has been to.get some of his poor to average students to do "dhy"
work ‘at all.

When, a very few years ago, we all devoted our time to English I, English II,
English IIT and English IV whose content was as interesting and exciting as the course
titles, many of the poorer and even average students didn't bother to>turn in any
written work, much less do the reading assigned. They had no motivation to do so.

Today's generation finds movies exciting and-interesting. The& devote a lot of
time to watching them; and the same kids who refuse to do other assignments will
eagerly devote time to analyzing and reading about film.

When the are parents requesting when they ask for a return to the "basics"?
Do they want schools to return to uninteresting, nonrelevent subject matter; or do .
they want more practice in basic skills plus some of the so called "frills" like
film and mass communications, which are an important part of 1life today?

Maybe what the public really needs, when they demand a return to the basics, 1is
more information from their local sehools concerning their curriculum offerings. This
would rid them of their mental images of Film classes where students do nothing but
sit through hundreds of films during a semester totally meSmerized by the silver screen,
or Humor classes where students spend a semester reading comics. (Parents mental
copjectures rarely include visions of Shakespeare's humore being studied,)

Perhaps this should be the charge of school staffs and édministrations throughout

o
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the country. For if an informed public is not created, the schoplé could be forced
to return to the 'basics" when the need for today and tomorrow is really the Wbasics"
plus as much additional and in-depth learning as possible.

An adult today, who can function in "readin and riten" only at a basic level,
must struggle to survive; and this is not the type of life for which we wish to .
prepare our children.

© SHOPTALK:

"There 1s a story, often repeated in Tanzania, about the Christian misgionaries who took
over the schooling in a Wachagga village and taught with great dedication the basic
skills of readin', 'ritin', 'rithmetic, and reverence for the Lord. The mission-
aries did a fine job, sanctified by their own zeal, and when they left, all the

. young Wachiiggans in the village had mastered the basics and could read, 'rite,
'rithmetize, and revere. By all the young Wachaggans, that is, we mean the sole
two youngsters who accidentally survived the lions, sharks, drought, heat,
European clothing, etc. This experience gave rise to the old Tanzanian proverb,
'Caveat discipulus,' which translates roughly 'Beware of pedagogues peddling
basic skills.'

The Wachagga in their savage innocence recognized too .late a truth abeut basic
skills which is overlooked by an equally overwhelming number of Americans and
American educators in their civilized ignorance. That the basic survival skills

in any society are determined by the actual nature of that soclety itself and not
by misperceptions or well-intentimed wishes about the nature of that soclety or
culture. This civilized ignorance is evidenced in the increased public and pro-
fessional outcry for a return to 'good ole basic education' whose 3R basic skills
were based on a view of a 'good ole culture' which is, empirically speaking, long .
gone. Like the Wachaggans, we are in danger of losing an entire generation unless

we examine the nature of our culture as it exists and the nature of the forces

which set its tone and emphases before we decide a priori upon the skills needed

in that culture. ) - -
In preparing our proposal we considered basic skills as those competencies necessary

for one to realize a meaningful and autonomous life in the mainstream of his culture.
From the Wachagga we learned that those basic competencies are determined by the

nature of the culture. We also realized that as the forces which set a Qulture's

tone and emphases change, it is reasonable to expect that the role of those com-

petencies which have served as basic skills in the past also changes," (Jon Dunn,
Kit Laybourne, and Andres Steinmetz, "A New Kind of Writing," MEDIA AND METHODS,

April 1970, p. 39)

"More imgartant, education should prepare péople not just to earn a living but to live
a life--ajcreative, humane, and sensitive life. This means that the schools must
provide a liberal, humanizing education. And the purpose of liberal education
must be, and indeed always has been, to educate educators-~to turn out men and
women who are capable of educating their families, their friends, their commun-
ities, and most importantly, themselvés. . .To be educated in thils sense means
also to know something of the experience of beauty-;if not in the sense of creat-
ing it or discoursing about it, then at the very least, in the sense of being
able to respond to it, to respond both to the beauty of nature and o the art
made by our fellow men. . ,To be educated also means to understand’something of
how to make our intentions effective in the real world--of how to apply knowledge
to the life one lives and the socilety in which one 1lives it. The ati@m of education,
as Alfred North Whitehead has written, 'is the acquisition of the art of the
utilization of knowledge.' Indeed, 'a merely well-informed man 1s the most useless
bore on God's earth.'" (Charles E. Silberimn, CRISIS IN THE CLASSROOM, NY:
Random House, 1970, pp. 114-115) N ‘




FORWARD TO A BALANCE IN THE BASICS | ' e
Thomas R. Giblin, University of Colorado, Colorado Springs ok
Do any of the following sound familiar?

Mr., A.: "The electronic media have made reading practically obsolete; we can g
: no longer compete with TV, film, records, etc. Kids and adults get !
- most of their information and entertainment from these mediums and hey
> s+ don't even want to read anymore!" "Ji~ i
Mrs. B.: '"Reading is still the single most important source of information and ﬁ‘
entertainment in a civilized society; we must not give in to this overly
present-tense generation! Reading is and will continue to be the most ;
important thing we teach anyone--the printed word is alive and well!!!“w
Ms. C.: "Writing with paper and pen is no longer important--people only have
to write that way in school! The world has changed; we should be
teaching people to communicate through film, computers, ESP--that's
where it's at today." ,

Dr., D.: '"What's happened to writing instruction today? All those frills and
electives in the high schools have created graduates without minimal
ability in spelling, punctuation, complete thoughts, paragraph organ-
ization. . .and worst of all, no one seems to care! It's time we get
back to the basics!!!" .

These fabricated but close to real quotations are quite representative of the
debates being heard today regarding at least two of the conventional 3 R's. It seems
that educators resort to extreme positions where they are either into reading and

v writing the way they have always been, with paper-pen-print dominating, ‘or they are .
into the idea that any medium 1s cool. The print dominated peQple fear that using any
medium other than print is a frill that will only serve to dilute the print dominance .
they wish to protect. The any medium people are convinced that as long as the student |
values the communication process, the medium is relatively unimportant.

A common element in most of these extreme positions centers on the limited def-
initions that the people employ. As an illust \tion, 1f one were to consult several
reputable dictionaries to extract a definitior/ o reading and writing, a consensus
definition might look like this: -

read v.t. 1. to take in the sense of; ko have an idea; to think or suppose;

to understand a language; to-take a certain view; to attach a
meaning; to utter aloud; to understand the significance o
write v.t. 1. to set down, especially for others to read; to cempose; to form
letters, symbols, words; to convey; to trace or inscribe on a
- : surface ‘ -

&

.

! These definitions do not give any more ammunitidgatocihe print-dominated faction
than they give to the any medium camp. It seems abundantly clear that reading anq
writing are processes that may employ many mediums. In reading, it is possible "to
take in the sense of" a poem, a TV show, a gesture, a song, a bumper sticker, writing

* on a bathroom wall, .the book JAWS or the film JAWS. It is equally as possible for
all of these illustrations to be subject to supposition, a certain view, or any of
the other actions to be found in most definitions of reading. In writing, it is pos-
sible to "set down" or "to compose" or to do any of the other actions associated with
writing through a poem, a TV show, a gesture, a song, a bumper sticker, writing on a
bathroom wall, a book like JAWS oOr a film like JAWS,
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It also seems quite clear that the debates about reading and writing are usually
debates about the medium to be employed to read and to write rather than the actual
process of reading and writing. In general, schools are in the business of teaching
people to read print, rather than teaching the many ways to read; and schools focus
on teaching people to write print, rather than teaching people the many ways to write,
To teach only print is to teach but one aspect of the process, just as to teach only
#ilm study is_to teach but one aspect of the pracess.

For example, the word "travel" is a word for a jourﬂey or a movement from one
point to another, and, as with reading and writing, it is a process word. During the
cave péople school days, travel was ptobably studied in terms of people and animals
walking. Today, however, we all know that travel is a process that can be examined
through a bicycle, a train, a car, a bus, a balloon, a submarine, an airplane, a space
ship. It would be absurd to limit our students' investigation into travel by focusing
only on walking! =

It seems equally as absurd t¢ limit our study of reading and writing to print,
but much of the current '"back to the basics" movement is toward a return to the good
old days when things were less complicated and print was the major medium of commung -
cation. Going back to such a limited definitiop for reading and writing will only
result in limited students in a world where we tieed balanced students, students cap-
able of dealing with the multiple ways we need to read and to write,

I believe we must take a strong effort tQ\go forward to the basics by putting
some balance {ﬁto reading and writing, and two\suggestions come to mind: ,
(1) educgtors have a responsibility to prepare students to read and to write
through many Wédiums, not just in print or not just in film or not just in. ., .
(2) educators have a responsibliity to personalize their teaching in such a way
 that the learner's success with reading and writing in many mediums is more important
‘than the sequence in which the mediums of the process are learned.

These suggestions mean, for example, that the reading of television 1is just as
important as the reading of classical literature; that the process of composing with
a camera is just as important as writing with a pencil; that reading people's gestures
1s just as important as examining their poems. The key ingredient to any of these
examples is the sequence in which these activities are encountered 18 not as important
as the fact that the student finds skill and joy in the process. There 1s absolutely
no evidence to support the common practice that writing and reading print must precede
writing and reading in other mediums!

Following these suggestions would mean that some students, for example, might
not learn to read print by the end of grade ome, but they might be pretty sharp at
reading television, OR it might better be said that by the end of grade one some
students will not have failed at nor learned to dislike reading print, and they have
succeeded at and have learned to enjoy reading television. Such an approach will go
a long way toward insuring that these students will eventually, when the time and
situation is best for them, get into print as easily as they succeeded with television.
With such a balanced strategy, these students will leave high school with
multiple ways to read and to write. Today, that's pretty basic!
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FORWARD TO THE BASICS
(AND AWAY FROM THE PSEUDOBASICS)

Collett B. Dilworth, Fayetteville City Schools, North Carplina

"Forward to the basics" is a phrase used by James Squire during a recent English

. education conference at Pembroke State University in North Carolina, What Dr. Squire

meant by it was that there are fundamental 'skills which schools should increasingly’
try to foster no matter what the prevalent educational philosophy might be, and that
it is” very desirable for educators to strive to improve their teaching of these gkilis.
According to this line of thought it seems that we teachers might educate our students
better than ever before 1f we refine proven techniques and discover and apply new
techniques of fostering student growth in these basics. Obviously such a development
requires that educators progress in the art of pedagogy, not regress in ways implied
by the phrase '"back to the basics." Nevertheless, the notion of going "back" to some
bygone period when certain basics seemed closer to the heart of the curriculum is be-
coming more and more widéspread. As this notion gains strength, it deserves greater
scrutiny by those of us who are responsible for curriculum in our schools and who
wish to progress forward rather than regress back. :

One very useful method of gcrutinizing is,to attend to the lexicon of those who
wish to "go back" and to agsess the referents of certain of their key words. Such an
inquiry reveals that there are four.verbs very important in thinking about going 'back"
to the basics: ’

1. One of these is "to expose," which in its usual context turns out to mean

"to situate in proximity." Thus when someone says, "Our students need to

. . bé'exposed to the great works,' what is meant 'is that the “students should
sit periodically with certain books, preferably open, no more than inches
away from their bodies. There is also usually an oral element of this “
gituation in that during the same time the student is situiited in the
proximity of the great work, he/she should also be in the same room where
the classic 1s the topic of audible verbiage. "Exposure" might be typi-
fied in the comparison, Macbeth as radio active isotope.

2. A second important verb is "to cover." The definition of this word is "to
cast a shadow upon." A context in which it might be found is as follows:
"When I was in school, we covered the Romantic Period, but now all they
do is read trash." The meaning here is that the speaker sat with his/her
head so ixclined that it blocked the light from a text that included poetry
by Blake, Wordsworth, Coleridge, Byron, Shelley, and Keats. We might typ-
1fy "cavered" in the phrase "Ode to the Nightingale" as shrouded corpse.

3. A third verb is "to do," which can be understood to mean "to undertake the
ritual of." This particular usage is encountered in such contexts as, "We
ought to do the objective compliment in the ninth grade instead of walting
until the tenth." The statement mears that a group of l4-year-olds and an
adult should engage in a highly structured pattern of behavior usually in
the form of a teacher harangue eliciting a student trance. The direct
object ag ceremony is an appropriate figure for this perspectiVe.u£f

4., TFinally, the words "to go over" comstitute a key phrase, which us M\iy means
"to repeat aloud." This meaning is to be understood in the statement, 'We
should go over prqnouns more often." What happens when a topic is gonme
over is that students state publicly exactly those lists of words or sen-
tences or ideas which they are told to state. Such behavior can be charac-

v terized as the he, she, it litany.

Now all of these key words are indicative of a perspective centering on wh

might most appropriately be-called the "pseudobasics' of English. What makes an‘.

\ ¢ 142 13-

.




English curriculum pseudobasic is its failure to advance at least this fundamental
objective of English education: to increase the student's abilities to gain and to

render experience through language. The key word here 1s, of course, "experience,"

which naturally involves the full range of sensory, affective and cognitive abilities,

1f research into the development of languaging ability tells us anything, it tells us

that there is a close relationship between the growth of articulateneds and the inten=- <
sity of need and extent of opportunity to make articulate sense out of experience. We

can thus conclude that the members of an English class who: are progressing forward to

the basics will be engaged on their own initiative in a great deal of reading for the
imaginative experience of literature and a great deal of investigating of their owm .
lmportant ideas and feelings-through writing, speaking, listening and looking.

Conversely the pseudobasics, rather than centering on students, center on topics
deemed good in and of themselves. In this light one alternative to glving students
significant experience with which to cope is to give them exercise in a topic. The
idea is that since the topic is good, association with it (exposure to it, covering
it) will result in some of the good rubbing off on the student. In some instances an
exercise might even be considered enjoyable, as when a teacher claims that, "My kids
like to diagram sentencer and ask to do it," 1In the long run, though, such enjoyment °*
1s usually recognized by all concerned as mere titillation and is really not the most
lmportant consideration. The point is that if a certain subject matter is graced by
the approval of tradition or literary scholarship, then it has the necessary and suf-
ficient criterion for inclusion in the pseudobasic curriculum.

ALY

Obviously we must not be influenced by such specious thinking., We must recognize
that people, not subject matters, live life and that only people can improve living
through language. The idea that some literary work or grammatical paradigm is good
In itself ignores this fact, for since people are the experiencing agents, no subjects
can be experienced and valued unless somebody chooses to do so. For people, goodness
1s a human perception always useful in human ways aven 1f only to give us satisfaction
in the abstract observation of pattern and order. And since choices lie within people -
and not within books, the basic approach to English education requires that curricular
and methodological decisions be engendered from a consideration of the people in the
classroom. Going forward to the basics, therefore, means abandoning the covering,

. exposing, doing, and going over of a curriculum in favor of optimizing conditions under
which students undergo the rigorous, exhilerating activity of encountering and making
articulate experience themselves.

SHOPTALK:

"Performance conptracting, once highly touted as a method for improving student achieve-
ment, has not lived up to expectations, according to a study conducted by the
Educational Testing Service of Princeton, N,J, i . ¢
The service, which undertook the study for the United States Office of Education,
reported yesterday that 'performance contracting, over-all, did not fulfill its
goal of raising student's achievements as measured by test gcores,' '
. In its announcement, the service noted that under performance contracting, an
organization, usually private and profit-making, is contracted by a school system
B to develop instructional programs.
‘In some cases, the contracting organization may be the teaching staff of the :
school itself,' the service said. 'Either way, payments vary according to the
gains in students' test scores.' !
’ The testing service said it had found in its study that performance contracting
had not played 'a significant part in introducing educational innovations,' which

it described as 'another early hope of some educators.'" ("Spur to Students
Called a Failure," NY TIMES, October 26, 1975, p. 39) s
=138~
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BASIC BACKWARDNESS

Charles Weingartner, University of South Florida
It has been said that on one occasion Gertrude Stein was trying to describe her
home town and that the best way she could think of to sum it up was to say, "When you
get there there isn't any there there." -

A $Ariation on that line could be used to sum up the "basics" that some of our
more regressive fellows think that there is some way to "get back to." Not only were
there never any 'basics,'" there was never any '"back to" to get to. »

- ]
, The simple-minded notion that "readin', 'ritin', and .'rithmetic" were or are
"basics' is congenial only to the kind of witless mentality that finds "fundamentalism"
of any kind a source of the kind of reassuring misconceptions that foster the 1llusion
of certainty-- about anything. . ’

It turns out that regression is the characteristic ‘mode of this kind of fear-
ridden personality. 1In times of stress and anxiety (which seem to be all times in all
places) these seekers after certainty regress into the illusions of an earlier time
and place, since they regard any contemporary illusions as somehow inferior to older
ones. They seem to feel a kind of mystical reassurance as they move backwards into
the future. This 1s not, then, a procedure that 1is susceptible of a rational discus-
sion.” Most human procedures are not susceptible of a rational discussion. Most human
problems are not susceptible of a rational solution either, as the presence of 86 many -
endless and increasing human problems should clearly illustrate. Since most human pro-
cedures that can be identified are also, simultaneously, problems, it is apparent that
we are, as usual, in for many more problems thap most of us have the energy to con-
template, much less to try to remedy. This is one reason why things always seem to
get worse. Things not only seem to get worse, they do get worse. This is usually
called "progress."

So, we have in the current "back to basics" movement simply anqther form of basic
backwardness, or regress in response to "progresa." Do
Just in case you didn't know, not many people ever were any good at "readin',

'ritin', and 'rithmetic." You can look at primary documents relating to the school
business at any point in time and place and find reams of stuff deploring the inabil-
ity of students (many of whom grow up to be people) to read or write or do arithmetic,
or know 'basic" historical "facts'" or titles of '"basic" bits of literature or "basic"
geographical data (such as where they are at any given moment in relation to any other
given place). We recently had a national survey that was unique in at least one re~-
gpect: it did not focus solely on "students." It included the general population,

and guess what: the "findings" revealed that most people loose on the streets are in-
capable of figuring out the mileage that their cars get, or the cost per ounce of any
kind of canned goods, or how to balance their check books. These people are also tax-
payers and voters, and they want to know why kids in school don't know the "basics."
One of the main reasons -- mot a currently popular one to articulate-- is that they are
dumb. Dumb people are not good at school stuff -- well, at least not at conventional
school stuff, some of which can be found in simple forms even outside of school. And,
as the population continues to increase the probability of more dumb people being loose
on the streets is much greater than that of more smart people being loose on the streets.
This is one human form of Gresham's law. If you don't know what Gresham's law is then
you weren't paying attention in school. School is about the only place you gre liable
to hear something like Gresham's law described, but there is a declining possibility

of that too, since "equality" and "freedom" are now two of the most common words loose
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in the language and their frequency of invocation has made it unpopular 'to suggest
that 1) all people are not as a matter of fact "equ#" in all respects, and 2) that
there are”limits to everything that human beings-can (and probably should) do. Item
number 1 is dealt with by Kurt Vonnegut, Jr. in his short story "Harrison Bergeron,"
and item number 2 is dealf with by the Greeks in their word "hubrisg."

Since hardly anybody was ever any good at handling words (especially written
words) and numbers to begin with, it is curious that as more dumb people are popu-
lating the surface of the earth the expectation that they will be good at handling
words and numbers is increasing rather than diminishing. So much for rationality-~-
again. If you don't know about "Harrison Bergeron" or "hubris," and if I were in
the business of deploring, guess what I would do.

Let me give a couple of examples to "prove'" (for all the good it will do) that
the ability to write was never widely enjoyed ~--even long before the magic electronic
media revolution.

In 1870, the dean of the Harvard medical school declared that "written examina~
tions could not be given becausé most of the students could mot write well enough."
Harvard did not have an open admissions policy in 1870, please note. And, in 1873,
Francis Wayland Parker pregented the following report to the Quincy, Massachusetts.
school board: o :

The pupils could parse and construe sentences and point out the various parts

of speech with great facility, repeating the rules_of grammar applicable in

each case, yet were utterly unable to put this theoretical knowledge to any
practical use, as they showed when called upon to write an ordinary English
letter. ;

Now, it is necessary to point out,here that our current fellows suffering from
basic backwardness suffer from a compound illusion with reference to "basics." Ona
element in their.illusion has to do with a knowledge of grammar, parts of speech, and
related taxonomies. They really believe that knowing this junk bears some relation-
ship tv the ability to write well. Parker figured out more than a hundred years ago
that this was not so. But, Parker wasn't dumb. He was very smart, and figured out
better ways to have kids try to learn how to make acceptable marks on paper with their
fists: today what he developed would be called "open education." Despite sixty years
of research reaffirming Parker's subjective judgment, the basic backwarders are out
to eliminate open education apd just about anything else that might make some sense.
So much for rationality -~ agaln

The kinds of school dures that Parker developed led John Dewey to refer to
him as "the father of progressive education." Those who are basically backward also
suffer from the illusion that "progressive education" is the source of all educational
evil, thus demonstrating, again, their need to get everything backwards. It is con-
ventional schooling with its relentless, mindless pursuit of the kinds of taxonomies
that Parker described as sterile that compounds the problems produced by increasing
numbers of dumb people. But then, these dumb people end up in positions of respon-
sibility in the school business as well as everywhere else, including the military,
the federal government, politics in general, and large corporations. If you nead
evidence of relentlessly dumb decisions being made and articulated for, say, the last
100 years, just check the record on those categories of human procedures. As it turns
out, we have had in the United, States in the 20th century only two presidents who
could talk in a way that any fully functioning literate person could bear to listen
to. They both happen to have been democrats, and they both happen to have been lousy
at handling the kinds of editing details that most English teachers shrivel their -
brains at "correcting." The number of republican presidents we have had who virtually
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couldn't even talk (to say nothing’of not being able to Wwalk with some easg)if not
grace) is simply depressing. Despite the magic of the dlectronic mass media making
their incomprehensible gibberish available to all without any effort, these inarti-
culate bumblers and liars were enormously "popular" with the taxpayers and voters.
What are we to make of that bewildering fact? Or is it just anq&her 1llustration of
the curious consequences of our romantic views of rationality? ™

‘Qf .

Which leads me to suggest some 'basics' that have little to do with the current
misconceptions of what i1s '"basic." The overriding basic ability that we all need to
cultivate is the ability to detect crap-- whenever and wherever it appears, It may
not be possible to achieve this noble objective, but what the hell, it's worth a try.
Even 1f we could make it with only 507% of the population, our quality of life would
improve by at least 1000%. We simply wouldn't take seriously (which suggests another
basic ability the basically backward will never accept, much less think of) the blath-
erings of politicians, presidents or otherwise; nor would we buy the paranoid and
catatrophically myopic delusions of the military which cost us more than half of our
gross national product every year; nor would we hold still for the ritualized lying
by our corporate '"leaders' who rip us off -- regularly --in the most despicable ways
while lying to us about everything including about how they are improving our quality
of life while destroying our environment. We might even be able to- smile wistfully,
1f not benignly, at the dumb, basically backward types who want to make things worse
in school while believing fervently that they are making things better.

That kind of basic crap detecting is the most operational and practical and valu-
able -- for everyone, every day of the world --kind of ability that can be identified.
How come 1t isn't obvious to all? Are the basic misconceptions from which we suffer -
as a soclety so irrversible and irremediable that we can't even make a gesture in the
direction of formal training in crap detection? Or is it just a form of death wish
that the death lovers insist that we all act out? '

Death lovers, necrophiles #s Erich Fromm called them, are the original back to
basic durmies, and they comprise a clear and present danger to us all. The CIA and
the FBI provide, alas, the most visible examples of what happens when a bunch of death
lovers gain power. Who cares how well they can read or write. Their paranoid delu-
sions comprise ‘the most palpable threat to our constitutional form of government on
the face of the eaathks\zf_iggre anything more basic than that? .

In case you are not familiar with the characteristics of necrophiles as Fromm
described them, let me recount them here. You may not how appropriate they are to
the profiles of those who are basically backward.

- Frommn put it this way:

The lpecrophilg[is attracted by all that is against 1life: he craves for
certainty, and hates uncertainty; he hates 1ife which by its own nature 18 never
certain, never predictable, rarely controllable. In order to control life, life
must be fragmented; cut into pieces that is killed! Death, indeed, 1s the only
certainty in life. The necrophilous person smells death everywhere. Just as «
Midas transformed everything he touched into gold, so the necrophilous person 1is
fascinated by all that is not alive. He likes to talk about sickness, death,
burials, money, gadgets, and punishment. The necrophilous person is attracted
by all that dogs not grow, by everything that is static, by the purely mechan-
ical. He would transform the organic into the inorganic. He approaches life.
mechanically and bureaucratically, as if all living persons were merely things.
He prefers memory to understanding, having to being. He is attracted only to
that which he possesses; hence, ‘a threat to his possessions 18 a threat to his

s+ life. And precisely because he is afraid of life which he can not control, he
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is attracted to all that is mechanical, to gadgets, and to machines which he
can control. - -

It is hardly necessary to stress that contemporary technological civiliza-
tion encourages this attitude. Our system tends to make people part of the
machine, or subparts of the parts--all unified by the self-same program trans-
mitted to efery one through the same education, the same radio, the same tele-
vision, the same magazine.

The question arises: Where are we headed? If we go on losing aliveness, .
will we not end up as frightened, isolated, unproductive particles; unfit to
live‘and eventually preferring mass suilcide to unbearable boredom? ¢

On the other hand, the necrophilous person--the person with a greatly re-
duced love of life--can not react responsibly because he can not respond! The
only principle by which he decides is that of duty; that is, obedience to "law
and order.", In acting according to this principle, he also satisfies his owm
passion for control and the exercise of power over others. To put it differ- ;
ently: by doing one's duty, one may negate one's responsibility.

Today, in a civilization in which everything has become a commodity and
everybody has become a total consumer, there are two opposite forces which
identify freedom with license. There are the adjusted people who merely con-
sume and are scant alive, and who believe that only if we were ruled by law
and order, we could avoid anarchy and licentiousness. And then there are many
of the young who leieve that freedom means absence of tradition, absamnce of - - ’
structure, absence of plan: what is desirable is unstructured, gpontaneous
action. They often believe that 'the old ideas' and values are of little or
no use today, that to know tradition, not to speak of accepting some of it, is
in itself an obstacle to freedom. Their error lies in their confusing struc-
ture with order. T believe that the word gtructure applies to living processes,
and that the word order applies to mechanical changes. ‘

All life--and all inorganic matter too~-implies structure, -that is, system.
Where structure is destroyed, pathology and death set in. Hence where there
is a process of life there must necessarily be structure. )

But such structure is radically different from mechanical order. It is
through order that life is cut down to fit the demands of those who are afraid
of life and are attracted to death. (SUMMERHILL: FOR AND AGAINST, NY: Hart
Publishing Co., 1970, pp. 225, 262-263.) ‘

The only addition I would like to make—td Fromm's catalog is the point that the
necrophile also lacks wit: he takes everything -- except perhaps the misfortunes of
.others -- most seriously, as befits his Manichaean paranoia. He lacks, in a word, a
healthy sense of humor. Which brings me to my second "basic," the ability to use
the right. hemisphere of the brain as well as the left. The ability in other words
to balance the "rational," linear, sequential, word-orierited left-hemisphere with
the potential or the right hemisphere, metaphoric, non-linear, intuitive, and vittu-
ally wordless. From the right hemisphere comes the power or perspective and creati-
vity -- the preference for open-endedness and original and varied solutions to our
endless problems, a different kind of thinking from the single-track syllogisms of
the left hemisphere. School ignores half of the human-brain in its depressing litany
of useless taxonomies. .

The ability to laugh is, perhaps, only second te the ability to sleep as an
emotional restorative. Man is the only animal, for all I know, with the potential
for- a sense of humor. A sense of humor then is a basic characteristic only of human -
beings. Where do we provide for the development of this basig?

Our number one health problem is mental illness. More Americans suffer from this
than from all other illnesses combined. One of the first symptoms of mental illness

s
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is the loss of a sense of humor and the loss of the ability to laugh-- to laugh at
oneself in particular and at the human condition in general. This ability is in-

creasingly rare among us. There is little in the enviromment that seems conducive
to its development or cultivationm. »

o Dr. Harold M. Visotsky, chairman of the Department of Psychiatry at Northwestern
University, in a recent interviq:tsaid that emotional depression is growing by epi-
demic proportions which might contiribute to political demagoguery The apathy and
concurrent depression of today's youth not only affects a future generation but also
those of older and yoynger ages, he added. It was stated that prior to Hitler's

~ rise to power the German people experienced financial as well as emotional depression.

Let's not forget that suicide i1s the second most common cause of death among our
youth, We don't have any "studies that show" how well-the mentally 111 score on read-
1ing tests or on SATs, but I'd bet they'd score as well as most elected politicians or
employees of the USOE for that matter.

The cultivation and maintenance of a sense of humor, I am-saying, may just be
the most important humanistic objective to work toward-~- personally and profession-
ally. Why not add the burden of sanity to our ‘already heavy load? It would be a
funny thing to do. I am quite serious about this, which reminds me that one of the
distimctions most of us seem unable to make 18 that between seriousness and solemmity.
Humor 3s always serious, while solemnity fulfills the function of obscuring the ludi-
crous. In "The Sense in Humor" Harvey Mindess, a practicing psychologist and a pro-
fessor at UCLA, put it this way:

The extent to which our sense of humor can help us to maintain our sanity is
the extent to which it moves beyond jokes, beyond wit, beyond laughter itself.

It must constitute a frame of mind, a point of view, a deep-going, far-reaching

attitude ﬁo life.

A cluster of qualities characterizes this peculiar frame of mind: f£flexibility,

- in this case an individual's willingness to examine every side of every issue
.and every side of every side; spontanelty, his ability to leap from one mood or
mode of thought to another; unconventionality, his freedom from the values of
his time, his place, and his profession; ghrewdness, his refusal to believe that
anyone--least of all himself--is what he seems to be; playfulness, his grasp of
life as a game, a traglicomic game that nobody wins but that does not have to be
won to be enjoyed; and humility, that elusive quality. . .A man who can shrug
off the insufficiency of his ultimate wisdom, the meaninglessness of hia pro-
foundest thoughts, is a man in touch with the very soul of humor.

Each of these six qualitieq plays its part in the drama of the humorous out-
look. The starring role, however, is reserved for another characteristic. We {
may call it the enjoyment of the ironies that permeate our lives. In order to
command a therapeutic sense gf humor, we must become acutely aware of the ano-
malies that run through all Human affairs. We must come to know, not theoreti=
cally but practically, that the happiest relationships are larded with suffering,
that the greatest accomplishments are anticlimactic, that rational acts are
motivated by irrational drives, that psychotic thinking makes excellent sense.

We must know that assertiveness is the mask of fearfulness, that humility is a
kind of pride, that love 1s-a euphemism for lust, that truth is the pawn of
fashion, that we cherish outr misery, and that we all are more irrational than
we acknowledge. (SATURDAY REVIEW, August 21, 1971, p. 10.)

Helping students to come to.these kinds of understandings and developing this -
basic human ability will require us to act as if the human brain includes a right
hemisphere as well as a left. Doesn't that seem rather basic? Acting as 1f the whole
brain needs to be acknowledged rather than only one half? Perhaps if we managed to

.
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include this basic we would not be a society that depends so heavily on drugs, both

licit and 1illicit, to get through the day and night. At the present time, 1f all of

the Librium, Valium, Ritalin, and booze, to say nothing of pot and hard drugs, were

suddenly denied to our citizenry (yes, the one that pays taxes, votes, and wants to

get back to basics) our soclety would come to a screechiqg halt! Yes, it would just

stop; not as a result of the actions of the enemy that the Pentagon fears most, but N
asya result of our own inability to make it without some kind of c¢hemical help. Pogo

was frighteningly right when he said, '"We has met the enemy and he is us."

We need to use both sidzs of the brain to detect crap and to be able to laugh
at it when we do rather than to strain ourselves into an anxious paranoia that re-
quires us to drug ourselves into a feeling of ''security” and the illusion of euphoria.
That's basic, dnd there is no way to get "back" to it -- that kind of realization of
our human Motential is still out in front of us and we'll never get to it by moving

backwards.

SHOPTALK:

"Students should be taught American justice is based on the concept of God, the county
school superintendent said Saturday at a meeting of the Congress for God and
Country. - 5

'When Jefferson wrote that men are endowed by their creator with inalienable
rights, he was identifying God as the source of all liberty--and not government,'
Richard Harris told the organization at the American Legion Hall, 364 N. Seventh
Ave. ' -

Because this is the real moral justification for our laws, the ‘concept of God and
subsequent ethical implications should be taught in the country's schools, Harris
said. :
The school superintendent said government wSurps the divine role when it attempts
to 'make men equal.' L y -
'The idea seems to be- gaining popylarity that 1f an individual through one c¢ir-
cumstance or another does not get what someone in government believes to be his

fair share, . . .the government will rectify the situation,' Harris said.

2

Harris also advocated a return to the basics in Arizona schools, noting that ex-

aminations, report cards and graded are essential for students to learn their own

strengths and limitations." ("Concept of God Should Be Taught, Schooel Chief Says,"
. ARIZONA REPUBLIC, October 26, 1975, p. B-9)

"Schools are training youths :for jobs in an industrial society that won't exist in the
future, author Alvin Toffler told a group of-educators here Saturday. v

The futurist said schools still are emphasizing obedience, rote and punctuality--
characteristics designed 'to produce people who would go into blue-collar work.'

But the future will be radically different because of the rapid rate of change and
technology and the impact those changes have on society, producing increasing
fragmentation and diversity, he added." (Athea 1. Hardt, "'Future Shock' Author

Says Schools Train for Obsolete Jobs,' ARIZONA REPUBLIC, March 10, 1974, p. A-24) .

¢ “Une of the most widely known figures in open education, Lillian Weber, a professor |
at City College and the moving force behind last weekend's conference, believes
that ‘open education is taking<a bad rap in a changing social climate.' 7
These kids who are not achieving now in high schools and colleges never even had
open education, and at that time it was a drop in the bucket. We're not the ones
producing what people are complaining about,'" (Gene I, Maeroff, "Liberals Defend
ngn Classes Against Back-to-Basic Forces," NY TIMES, April 20, 1975, p. 40)
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NON-VERBAL COMMUNICATION SKILLS SURVEY/ANALYSIS
Carroll G. An?eraon, Williams Air Force Base

INTRODUCTION |

In conjunction with an Engliah-!ducatian course at ASU and a personal interest
in English and Continuing Education, I recently conducted an informal survey of 200
fellow workers at Williams AFB, Arizona, Survey subjects included as broad a cross-
section of the base population as I could get--military personnel, civilian employees
of the Air Force, and adult dependents of both, limited only to those beyond high
school age and in the labor force. I chose Williams because I work there, the people
are the largest reasonably homogeneous group accessible to me, I was able to maintain
some degree of situational control, and because I felt the subjects represented a
fresh viewpoint, an untapped source of information, In this article I intend to ex-
amine the survey and results in light of several questions being asked of, and by,
the educational community--questions concerning the efficacy and validity of English
programs past and present and the "back to the basics" issue as it could (or should?)
affect future efforts. Hopefully, data gathered will provide some answers, or insight
at least, into attitudes and reading and writing practices of adults no longer in"
school.

@
- .

RATIONALE FOR SURVEY - » ¢

The attitudes of adults concerning communication skills and English education

should interest English teachers--if for no other reason than to check their effect

on the finished product. Most adults have had some training in reading and writing
and all are faced with the opportunity, if not the necessity, to practice those skills.
They have opinions on Education (systems, values, and practices) and their‘opiniona
are important for many reasons, not the least of which should be the teacher's concern
for what ‘kind of job is being done and what it is worth. The survey I .conducted was
designed to draw-out the attitudes of working adults, to find out how they feel about

vatrious facets of "non-verbal communication," T sought to learn how they characteriged

their ability to read and write, what directions their experiences in ¥English educa~
tion had taken, and whatwvalue they placed an them. At the same time I thought their
feelings about current trends might prove enlightening. As balm for & personal itch
I included a question or two which I hoped would indicate their interest in a program
of Continuing Education. In a more tangible vein I asked for replies to questions on
general reading and writing practices, the amount and frequency of each done on the
Job and off, The amount of reading and writing done by adults not neceaaarily involved
in occupations which require or are characterized by the use of these skills and the
amount done in person&l business apd for pleasure ox personal information might be
valuable for the teacher curious about the use to which the skills and interests
developed are put. .

Certain concepts have become apparent as I get deeper into English edquxion. g
These -cdncepts seem to go with the territory, gseem to be pervasive, and seem to be
valid, to a certain extent. There is, I've noticed, & general consensus that the
public is doing very little reading, at least in relation to the amount English teach~
ers believe should be done. At the same time there is an increasing cultural emphasis
on other media, primarily television, and a growing dependence on all manner of
electronic information storage and .dissemination devices~--the non-written media are '
taking over reading and writing jobs, however routine or superficial. Letter writing
is becoming obsolete; why write when the message can be relayed faster and more
dependably by telephone? Through information gathered in this survey perhaps the
validity of these ideas can be tested. N

If the theory that fewer adults ate reading and wr{ting is valid then perhaps
the quality, or emphasis, of English programs is partly to blame. National media

.
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attention has focused lately on the lack of communication skills among students gradu~ -

ating from high school. Also a recently circulated news story declared some 20% of
American adults functionally illiterate, based on a Federally funded survey conducted
by the University of Texag, among others. These revelations, and what seems to be a
growing dissatisfaction with the Education system nationwide, have added fuel to the
- fires of a "back to the basics'" movement. Just how widespread the movement, which
calls for a realignment of educational priorities, really depends on who is talking.
" 1 included questions on the survey designed to shed some light on this question--what
the survey subjects feel should be the emphasis of future English education programs.

4

v
‘

CHARACTER OF SURVEY/SAMPLING : -
d As important as the data gathered in any survey is, the information means nothing
if the way it was gathered is unreliable. Therefore, the survey discussed here must
be carefully examined for characteristics which might effect the outcome. To begin
with, the survey was.- informal and unscientific. There was no attempt to influence
answers or choose subjects who would give specific answers. On the caontrary, the
questions and:responses were as objective and unbiased as possible and subjects were
chosen as randomly as was practical. But ‘the survey was a personal and small-scale
. effort and certainly nothing on which to base any earthshaking pronouncements or
decisions. ‘

The character of the survey itsilf may or may not diminish its validity. It
‘was written and conducted without benefit of formal training or prior experience. It
represents my maiden effort and was done to satisfy personal curiosity. At the same
time the task was approached with an eye toward avoiding self-fulling prophecy. No
claims are made about the validity of the data--there'd be no way to verify such a
claim if made. *

* The subjects of a survey are also important in determining the validity of data
and, in terms of this effort, might be a vital factor, On tke surface, the people
queried share only their place of employment. The sampling was limited to 200 because
‘it had to be set somewhere and the figure seemed small enough to be manageable yet
large enough to be representative. Subjects were grouped according to sex and age.
Age groups were: Under 20, then ten year increments to 60, and over 60. No attempt
was made to limit the sample according to economic status, occupation, or educational
background. 1Individual interpretation of questions was encouraged and space provided
for alternative responses if none of those provided seemed appropriate.

Because the survey was conducted on an Air Force base an imbalance exists in
numbers grouped by sex--f35 males and only 45 females. While the attempt is being
made, the military has yet to achieve sexual parity. The imbalance results in a
definite skewing of the sampling but it's possible the groups can be considered
separately. While the sex grouping was definitely skewed, the age categories seemed
well balanced though there is a bulge in the 20-29 group. This, too, is understand-
able in view?of the survey location: military personnel on the base are predominately
in that age bracket. 1In terms of occupational, economic, and educational background,
the group is as heterogeneous as any predominately middle class sampling. Occupations
involved are fairly evenly divided between blue and white collar: aircraft mechanics
and allied trades, office workers, and first line supervisors. Economic backgrounds
involve a similar spread--from lower ranking military personnel through the NCO grades
and comparable civilian pay grades represented. This sampling falls roughly between
56,000 and $15,000 a year. Educational backgrounds are also diverse; a few subjects
with only grade school education, some with college degrees. The majority are high
school graduates, a requirement for Air Force members, and many have completed some
.college work. The survey subjects, overall, are a seemingly typical middle class
working group, hopefully representative of the people supporting and sending children
to our schools. -
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Despite the obvio&btskewing in the sampling and the possible drawbacks of a
homemade survey, I feel the information gathered is potentially worthwhile and the
subjects surveyed have something important to say. I had no way of knowing how they
felt about the things I ‘wanted to know unless I asked.

SURVEY AND DATA TABLE

Following is a reproduction of the survey queetionnaire form as it was presented
to subjects. .
v .
Non-Verbal Communication Skills: Survey and SelfeAnalysis
""Non~verbal communication skills" is a fancy way of saying "the ability to read and
write." Through this survey I hope to learn how each 6f you feels about your own
ability to read and write. There is no need for you to reveal any personal infor-
mation; your opinions are all I am intereeted in at this time. The information I
collect in this survey will help me,’ as background material, in a’'study of the meth-
ods and impact of English courses. :
For each of the questions asked please choose the answer that best describes your
situation or feelings. If none of the choices is satisfactory, give your own answer
in the space provided.
1. In my job I have to do, .
a, very little, if any, writing
b. some writing, but not very often.
c. some writing on a regular basis.
d. a lot of writing all the time.
e,
2. T write personal letters and use written correspondence in my own affairs.
a. all the time.’
b. sometimes, but not very often.
c. only a few times a year. .
d. seldom, if ever. . !
e, ; ,
3. In.my job I have todo . . .
a. very little, if any, .reading.
b. some reading, but not very often.
c. some reading on a regular basis.
d. a lot of reading all the time.
e,
4. T read for pleasure or information . .
a. every chance I get.
b. if there's nothing else to do.
c. when I can't avoid it,
d. seldom, if ever.
e.
5. For news and information I depend mainly on .
a. rumors and gossip.
b. the radio.

c. television.
d. books, magazines, and newspapers.
8,
6. I feel my ability to express myself clearly in writing is. . .
a. perfectly adequate. .
b. no better, or worse, than anyone else.
c. satisfactory, but could ‘use some help.
d. very limited. :
e|
7. I feel my ability to understand what I read is . .,

a. perfectly adequate.
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b. no better, or worse, than anybody else.
c. satisfactory, but could uses some help. e
d. very limited, '
e. :
8. English classes, when I attended school. . . : ; : ’
a. emphasized grammar and polishing fundamental communication gkills. .
b,*emphasized composition and developing writing techniques. ,
c. emphasized reading and appreciation of literary works,
d. presented a well balanced selection of grammar, composition and literature.
e. - N ,
9. I feel the English clesses I attended were. . .,
a. of little or no value to me. :
b. of some value, while I remembered what was taught.

¢

c. easy to remember but of little practical value. - v B
d. of great and lasting value. - ’
e, &

10. T think English classes in today's schools should . e
a. emphasize basics; vocabulary and communication skills.
b. require students to memorize grammar rules and learn phonics.
c. be dropped as;a requirement because no one reads or writes anymore.
°d, teach appreciation of great literature.
e. ,
11. T think classes in improving communication skills for adults no longer in
school. . . : : - :
a. would be of great help to me.
b. would be a profitable way to spend some of my spare time.
c. probably wouldn't be of much help to me.
d. would be a complete waste of time,
" e. - -
12. In today's world of television and pre-printed forms. . .
a. the ability to read and write well is no longer necessary. .
b. a person could probably get along all right being unable to read and write.
c. well developed communication skills afélimportant.
d. an appreciation of literature and an ability to write well are still vital
in the well-rounded person. . "

el o,
'Please check the appropriate space in the following categories:
Sex: Male Age: Under 20 “. 40-49
Female ° 20~29 , 50-59

30-39 __ ' over 60 _

The only instruétions_given survey subjects, other than those printed on the
questionnaire, were that they could select more than one response per question if

applicable and to interpret questions and responses in terms of their own particular
gituation,

On the data table that follows are enumerated subjects' responses in percentages,
divided into age and sex groups. Across the top are listed the age groups. Next are
lines containing the number of males and females and the.total subjects £or each age.
The main portion of the table is divided into twelve boxes, one for each of the survey
questions. ‘The box for each question is divided into five horizontal colums, one for
each response, and nine vertical columns. The first two of these columns contain the
number of the question and the letters designating response choices. The first column
to the right contains the total percentage of subjects who chose each response. The
remaining six vertical columns contain the percentage of subjects by age group who
selected that item. Each box, formed by the intersection of horizontal and vertical
columns, contains two numbers: the top reflecting the percentage of males, the lower
figure percentage of females. Percentage figures have been rounded off.
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IMPLICATIONS OF SURVEY

Instead of an item by item analysis of survey gquestions and responses, I want to
concentrate on an overall interpretationwof the data in terms of original objectives.
This interpretation is personal, represents my reactions to the project, and may or
may not be valid to others. 1In any case all raw data has been included and those with .
a better grasp of numbers or a better foundation in statistics may reach some very
different conclusions.

As adults supporting and sending thelr children to our schools, the attitudes of
survey subjects may eventually manifest themselves, in some way, in the educational
system, and educators should be aware of them. From the outset it has been my hope .
these attitudes might be representative of most working class adults, or at least pro- e
vide some hints on whiep/fsgﬁibe\gducational guesses. Some of the attitudes revealed
were predictable, some not--all combined to present a gratifying positive picture of

. the public's teellnbs toward English~-related subjects and programs.

. Based on responses from the survey, subjects seem to have ambivalent tee%\pgs

« - about their ability to understand what they read and to communicate effectively in
writing, On one hand, a majority of subjects do at least some reading and writing
ort the job and even more off. At the same time they are not all positive about their
skill in these tasks, Over half the subjects admitted they feel somewhat 1inadequate
when trving to express themselves in writing, and almost half feel the same way about
their reading comprehension. Nearly 80% characterized their educatiom-in English as
valuable, but over half of those said they have forgotten much of what was taught.
Over 907 indicate a belief the skills taught in English classes are still important,
and a well-rounded person must be proficient in them. It seems clear survey subjects
congider communication skills a valuable and relevant part of education still useful
in the business of everyday living.

A majority of those surveyed stated their English education presented a well
balanced program of grammar, composition, and literature; nearly a quarter sald gram-
mar and communication skills were emphasized. While over three-quarters claimed that
at least part of their education emphasized fundamentals, almost all agreed that 1s
what shtiould be emphasized in future programs, These developments, coupled with an
apparent lack of faith in their own ability to communicate as well as they feel they @
should, seem to point toward an attitude on the part of survey subjects that a realign-
ment of priorities and/or emphases in English education 18 necessary. More than three-
fourths of those queried responded favorably on questions concerning interest in and
the value of a program in Continuing Education. They sald such a program would be of
great value to them or a profitable way to spend some of their spare time. This infor-
mation seems to confirm that subjects consider communication skills important and are

o less than satisfied with their performance in this area.
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At Williams Air Force base, airmen in the lower grades and civilian employees

do most of the work while supervision is handled primarily by NCOs and tenured civil-
lans. Due to the nature of the system this creates a curious age/job distribution

. pattern: workers are in the under 20 and 20-29 age groups or in the 40-49 to over 60

brackets while supervisors fall mainly in the 30-39 and 50-59 categories. By percent-
age, those in age brackets 30-39 and 50-59 claim they are required to do more reading
and writing and indicate this is routine. Also significant is the fact 40-50% of the
under 20 and 20-29 groups have to read and write and that military personnel in those

" groups gf% more likely to be still in training than their older counterparts. These

‘patterns, of course, apply only at Williams but a correlation may be found, in terms

-of the amount of reading and writing done by those in supervisory positions compared

to those 13 working jobs elsewhere. .

One of the biggest surprises of the survey was the revelation that almdst 90% of
those surveyed claim they read for pleasure or personal information every chance they
get (657) or when they have nothing else to do (23.5%). These figures, when compared
to those which indicate a significant percentage of subjects claimed to be less than
satisfied with their ability, are somewhat contradictory. The high percentage is
gratifying, though, for the work of some English teachers clearly is not a waste of
time. Another interesting fact 1s that these practices are reflected throughout the
sampling--no age group does significantly more reading than any other, There 1s con-
siderable difference, however, in the pgrcentage of women reading than men.

Writing personal letters or using written correspondence in personal business is
not done as regularly er by as high a percentage of subjects as is reading. GIs, both
male and female, do more writing than those in older age groups, probably best ex-
plained by the fact they are more likely to be away from home and family. Women also
do slightly more writing than men. Whether or not the inference can be drawn that
women do more letter writing than men is conjectural.

One objective was to verify abparently widespread beliefs about the status of .
communication skills among working adults, whether adults read and write anymore, *
how much influence alternative media (primarily TV) exert on reading and writing
practices, whether English programs meet the needs of students, and what ig the feel-
ing about the "back-to-the-bagies'" issue. ® d

If there 1s concern that today's adults do less reading and writing than they
should or their counterparts in the past did, a majority of these subjects claim they
do read and write. This claim, of course, is based on their interpretations of their
own practices.

The revelation that exactly the same percentage of survey subjects depend on
written media for news and information as on television is surprising, as much so as
the high percentage who read for pleasure every chance they get. Together these
figures seem to indicate the tube hasn't had quite as much negative effect on reading
as some people seem to think. No matter how much actual reading takes place, the
data support the notion that these subjects consider the practice important.

The ambivalence mentioned earlier between stated reading and writing practices
and the way subjects characterize their ability seems to indicate a lack of motivation
for using or polishing these skills. Whereas opportunities to read are no farther

‘away than the Cheerios box on the breakfast table, very little immediate opportunity

to write exists for most adults, and too many of the chances they do get are limited
to filling out questionnaires and application blanks. The precious little reason to
do any writing seems an effective way of destroying whatever skills adults might have

"developed in school. There is no evidence in survey data to reflect any particular
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inefficient methods in English classes dﬁring the subjects' educations,, on the con-
trary, the high regard for the knovledge and the assessments made of thpkir abilities
seem to show a generally good job was done by English teachers.

I had hoped to establish a consensus with regard to the "back-to-the-basics"
issue. What I got was an almost unanimous opinion that back-to-the-basics is the
only way to go. Over 80% of the sample agreed future English programs should empha-
size basics; 16.5% said students should be made to memorize grammar rules.and learn
phonics. When combined with negat¥ve assessments of their own reading and writing
ability and the inability to recall what was learned in English classes, the support
for back-to-the-basics seems the obvious choice of adults hoping their children will
fare better than they did. >

Recent reports claim 20% of American adults are functionally illiterate. I can
only say the percentage at Willimas AFB is not that high; only 7.5% of the sub jects

claimed to be very limited in their ability to write as well as they think they should.

Less than 27 cannot read as well as they fee} they need to. The high percentage of
subjects claiming to read widely also belies'such reports. Whatever the case, this
survey can only reflect those subjects surveyed. Survey data does not reflect a high
percentage of illiteracy among adults, either those long out of school or those in
younger age brackets who've recently completed their education. It does, however,
indicate that subjects are aware of these reports, have heard that the product of
today's schools may not be as well prepared in communication skillsias they should be,
and think something should be done to alleviate the situation. The 8ubjects seem to
be quite sophisticated in terms of English education--what they should know, what they
can do, and what should be emphasized in future programs. This gophistication may or
may not be repregentative of the public as a whole. The view presented by this survey
is positive--subjects use communication skills, perhaps not as well or as often as
they'd like, but they value those skills. They feel that the emphasis of current pro-
grams may have strayed from its proper path, but the things taught are important and
"~ continue to be valuable. English education is here to stay and doing a pretty good
jOb. *
SHOPTALK: y o -
"Contrary to your conclusion-‘regarding the writing skills of youth today (Nov. 25
editorial) maybe the decline in our adolescents' writing skills is indicative of
their entrance into a society of expanding technology and growing impersonality,
Maybe this has ‘been going on for a while, )
Who needs to write today? Today's job seeker must be able to fill out standard-
ized job applications, take multiple-choice exams and memorize his or her Social
Security number. The development of alternative means of communicatien ‘has.been
rapid--the telephope, radio, cinema, TV, tape recorder, computer are all common-
place. 1In our daily scribblings, writing sentences 18 rare, writing paragraphs
is rarer.
Most eorucial in the decline of writing is the starvation of personal expression.
The many technological stimuli for information, recreation and survival bombard -
and confuse us. A teacher of young kids can tell you that a child learns to
read and write best when his or her basic personal needs are satistfied. Children
write whén they feel more secure about themselves and their surroundings,
How can the schools be anything but anachronistic in trying ta develop writing
skills which increasingly are unnecessary in our society? If writing as a form
of individual expression and social communication is to survive, society must
lessen its obsession with mass efficiency and methodology and embrace the human
needs, (Letter to the editor, '"Who Needs to Write in TV, Computer Age?'" DENVER
POST, December 7, 1975, p. 27) -
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